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Abstract 
Globalisation, the opening of an Asian trading bloc in 2015 and the recent 
Trans-Pacific Partnership Agreement are pushing Vietnam to focus heavily on 
teaching and learning English for Specific Purposes (ESP) to support business and 
industry. Designing ESP curricula, which are aligned with industry needs, is now an 
urgent issue for Vietnam. It is especially important in the petroleum industry, which 
involves many joint ventures with international companies and is considered vital to 
Vietnam’s industrialisation and modernisation. While ESP has evolved to meet 
specialist needs in many industry contexts, there are still few scholarly published 
studies on reforming an English language curriculum in higher education, especially 
for petroleum engineering to meet the demand in the changing labour market in 
Vietnam. Therefore, the present study is a pioneer in this field.  
The study aims to investigate to what extent the ESP curriculum in 
Vietnamese universities is aligned with workplace communication needs. 
Specifically, the alignment of the English for petroleum engineering (EPE) 
curriculum at Nam Khue university (NKU) with the workplace communication needs 
of two joint-venture petroleum companies in Vietnam was explored.  In order to 
achieve this research objective, the study was conducted in three phases based on 
Huhta, Vogt, and Tulkki’s (2013) model of professional communication. The three 
phases included (1) examining the kinds of knowledge required by the petroleum 
engineers for their workplace communication in the two petroleum companies, (2) 
investigating kinds of knowledge taught in the EPE curriculum at NKU to prepare 
the EPE students for their future workplace communication and (3) identifying the 
level of alignment between the university provision and the workplace demands.  
The present study adopted a qualitative case study methodology to gain a 
comprehensive picture of workplace communication needs in the two petroleum 
companies and a holistic understanding of EPE provision at NKU. In the company 
site, data was collected through document analysing, semi-structured interviews and 
audio recordings of daily calls while the university data was gathered through 
document reviewing, semi-structured interviews and classroom observations. 
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The study revealed some important findings. While the petroleum engineers 
in the two petroleum companies used textual knowledge; participant knowledge; 
global, institutional and organisational knowledge; and social action knowledge for 
their workplace communication, the EPE curriculum at NKU focused on teaching 
textual knowledge. This result indicates that the EPE provision at NKU was 
misaligned with the workplace communication needs of the petroleum companies. 
From a practical perspective, the study provides recommendations for a more 
effective EPE curriculum and also practical implications for the employers in the 
petroleum companies in their recruiting and training of petroleum engineers. The 
study provides a new theoretical perspective to evolving workplace contexts in ESP 
curricula in Vietnam. The research contributes to improving ESP curriculum design 
and implementation in Vietnamese universities in order (1) to increase the 
effectiveness of the teaching and learning of ESP in Vietnamese higher education 
institutions and (2) to provide graduates with workplace communication competence 
to improve their employability prospects and their effectiveness in industries. 
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Chapter 1: Introduction 
1.1 INTRODUCTION 
This thesis reports on a study investigating the alignment between English for 
Specific Purposes (ESP) education and workplace communication. The specific case 
being investigated is the English for petroleum engineering (EPE) curriculum at Nam 
Khue University (NKU) in Vietnam and its alignment with the workplace 
communication needs of petroleum engineers in two joint-venture petroleum 
companies in the southern area of the country. The study utilised Huhta, Vogt and 
Tulkki’s (2013) model of professional communication and was guided by the 
overarching research question: “How does the English for petroleum engineering 
curriculum at Nam Khue University align with the workplace communication needs 
of the petroleum engineers in two joint-venture petroleum companies in Vietnam?”  
The findings of the study make significant theoretical, practical and pedagogical 
contributions to ESP research and teaching: (1) they offer a solution to ongoing 
issues related to the disconnect between English for specific purposes (ESP) courses 
and workplace communication needs; (2) they provide a means of improving ESP 
teaching and learning in Vietnam; and (3) they contribute significantly to the 
processes instituted by Vietnam to enhance industrialisation, modernisation and 
integration into regional and global economies. While the study was contextualised 
in the social, economic, historical and educational particularities of Vietnam, the 
prevalence of ESP training means that the study has relevance to other countries, 
especially those also using English as part of their program of modernisation.  
This introductory chapter outlines important background to the study with 
regard to globalisation and its influence on higher education reform and English 
language education in the world and in Vietnam. It also presents the current practice 
of English learning and teaching, especially ESP in Vietnamese higher education 
(Section 1.2). It then describes the Vietnamese petroleum industry, which is the main 
focus of the study (Section 1.3). The chapter also outlines the research objectives 
(Section 1.4), significance (Section 1.5) and scope of this study (Section 1.6).. 
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Finally, a summary of the present chapter and an overview of the subsequent 
chapters are presented in Section 1.7. 
1.2 BACKGROUND OF THE STUDY 
1.2.1 Globalisation and higher education reform  
Globalisation is defined as a universal practice in which “people trade 
products and services, travel, and communicate across international borders” (Lam, 
2011, p. 22). In the era of globalisation, many countries, especially developing 
countries, have faced “a global skill race” (G. Brown, 2008, p. 4). As described by P. 
Brown, Lauder, and Ashton (2008), in this race, “the more skilled the workforce, the 
more competitive the economy” (p.16). To have high-value and high-skill 
economies, which most countries all over the world want, a well-educated workforce 
is crucial. The countries with an education system that can supply the required 
knowledge and skills have more chances of attracting foreign companies for 
investment and taking a more important role in international affairs. Therefore, 
education, especially higher education, is also affected in the era of globalisation and 
knowledge-based economy “in which knowledge is the main determinant of 
economic competitiveness” (Shin & Harman, 2009, p. 2).  
In response to this increasing effect, governments and their educational 
institutions have launched new educational policies to meet the challenge of 
globalisation (Rizvi & Lingard, 2010; Rust & Kim, 2016). For example, the USA, 
Britain, Canada, New Zealand and Australia have had education reforms that are 
continuously focused on globalisation (Mok & Lee, 2003). Like Western countries, 
Asian societies have also developed education reform policies, especially higher 
education reform, to be able to engage with the era of globalisation. According to 
Mok (2003), a group of East Asian countries including South Korea, Taiwan, Hong 
Kong, Singapore, and China have undertaken higher education reforms such as 
comprehensively reviewing their higher education systems, introducing new  
measures that allow universities more autonomy, reviewing curricula and testing 
systems and “revamping the university admission mechanisms” (p. 207). Since 1987, 
the Taiwanese government has been reviewing and reforming its higher education 
system through internationalisation and introducing reform measures to improve its 
training quality. In their higher education reform agenda, Singapore has two main 
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policies: widening postgraduate education and research at universities, and 
restructuring undergraduate curricula to develop students’ creativity and thinking 
skills (Mok & Lee, 2003). In 1999, Thailand launched the National Education Act to 
reform higher education with the main goal of developing future citizens who 
demonstrate traits of competence, virtue and happiness (Sangnapaboworn, 2003).  
1.2.2 Globalisation and English language education 
Embedded in this globalisation move is the important role of English 
language. English is increasingly the common language for worldwide connection 
and communication (Hamid, 2010; Hsieh, 2010; Nunan, 2003; Rubdy & Sacraceni, 
2006). English is the common international language in academic, political, 
economic, technological and scientific domains (Graddol, 1997; Rubdy & Sacraceni, 
2006). It is considered a key to many doors for social, academic and professional 
advancement. In other words, English works as a bridge in international cooperation 
and affairs, and is understood by many governments to bring benefits in terms of 
trade and development. Without English, it is difficult to connect countries and to 
work with international investors, who are often from English-speaking countries. It 
is clear that English plays an increasingly vital role in the time of globalisation.  
English is such a crucial language that it is used and learnt worldwide. In 
other words, the recent spread of English has occurred as a result of economic 
globalisation. To describe the spread of English, Kachru (1985) developed the 
Concentric model with three circles, each representing a different kind of English 
use. The Inner Circle, in which English is used as a first language, includes countries 
like the United States, the United Kingdom, Canada, Australia and New Zealand. 
The Outer Circle, in which English functions as a second language, covers countries 
such as Brunei, Malaysia, the Philippines and Singapore. The Expanding Circle, in 
which English is used as a foreign language or a lingua franca, includes countries 
such as Japan, Korea, China, Russia, Cambodia, Indonesia, Laos, Thailand and 
Vietnam. According to Graddol (1997), the number of non-native English speakers 
leaves the number of its native speakers far behind. 
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Figure 1.1. Kachru’s Circles of English. 
Rubdy and Sacraceni (2006) also emphasise the increasingly important role 
of English today as a lingua franca. English as a lingua franca (ELF) is used in 
Europe, throughout India, Africa and Asia. The non-native English speakers in these 
areas use English as a means to communicate with other non-native speakers of 
English. It is not surprising that the Association of Southeast Asian Nations 
(ASEAN) has chosen English as their sole official working language for group 
meetings and negotiation among members (Kirkpatrick, 2012; Shimizu, 2011; 
Wright, 2004). In Eastern Europe, English is chosen for internal communication 
between Rumanians or Hungarians and the speakers of Slav languages (Wright, 
2004). 
Ability in English language is considered necessary for a nation’s 
development and economic competiveness in an increasingly globalised world. Fully 
aware of this issue, non-English-speaking countries have seen English as a vital 
factor to be taken into account in their language policy. They have made great efforts 
to improve the quality of English teaching and learning in their education systems 
(Bamgboe, 2001; Chang, 2006; Hamid, 2010; N. Hornberger & Vaish, 2009; 
Kirkgöz, 2009; Smotrova, 2009; Vaish, 2008).  
It is clear that globalisation has impacted on higher education and English 
language education in many countries. Vietnam, a developing Asian country, is not 
an exception. The Vietnamese government has paid much attention to the reform of 
the HE system and to the development of language policies, especially English 
language policies, to meet the demands of globalisation (MOET, 2005, 2008), which 
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will be discussed in detail in the following sections. However, in order to have a deep 
understanding of HE reforms in Vietnam, it is necessary to have an overview of the 
Vietnamese HE system. 
1.2.3 An overview of the higher education system in Vietnam 
The Vietnamese HE system comprises four levels of training including 
College, Undergraduate, Master and Doctorate. At the college level, students with 
upper secondary education certificates study for two to three years, depending on the 
discipline. Students with secondary vocational certificates spend one-and-a-half to 
two years in the same discipline. At the undergraduate level, students with upper 
secondary education certificates take programs that vary in length from four to six 
years, depending on the discipline. Master level is a program of study that takes one 
to two years for students with bachelor degrees. Doctoral level takes three to four 
years for students with master degrees. In special cases, training duration may be 
longer in accordance with the regulations of the Ministry of Education and Training 
(World Bank, 2014).   
In the national educational system, there is another system called continuing 
education that runs parallel to full-time education. While working, people can 
undertake continuing education to improve their knowledge, skills, and quality of 
life, or to find jobs. The Vietnamese government has policies to encourage the 
development of continuing education, education for all, and a learning society 
(MOET, 2011; World Bank, 2014). 
There are different types of educational institutions in the Vietnamese HE 
system such as public, semi-public, people-founded and private institutions. Most 
institutions belong to the Vietnamese Government Ministry of Education and 
Training (MOET) and the provinces. Public institutions are established by the 
government and receive funding for the infrastructure, facilities and operational 
expenditures. The other ministries, such as the Ministries of Heavy Industry, Health, 
Culture and Art, build semi-public institutions focusing on one discipline, called 
mono-disciplinary institutions. People-established institutions are funded by the 
communities for their infrastructure, facilities and operational needs, while private 
institutions are funded by social, professional, or economic organisations, or by 
individuals, for their infrastructure, facilities and operational needs. The government 
supports public institutions to ensure that they are playing a key role in the national 
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education system. All educational institutions are academically managed by MOET 
in terms of admissions, curricula, assessments and degree granting (FCI, 2014). 
1.2.4 Higher education reform in Vietnam  
With the introduction of the Renovation policy in 1986, Vietnam began to 
step into the world’s economy and establish relationships with other countries, 
especially in the West. Along with an open door policy and market-oriented reforms, 
Vietnam has developed action plans and policies in many fields, including education 
in recent years, to contribute to the economic and social development of the country 
in the globalisation era. Globalisation has put enormous pressure on Vietnam’s 
education system, especially higher education, to develop a more professional labour 
force that can help Vietnam compete in the international market (Dan Anh, 2016; 
Luu, 2006; MOET, 2005; MOLISA, 2016a, 2016c; T. A. Nguyen, 2009).  
The government’s Higher Education Reform Agenda (HERA) signed in 2005 
aims at evolving a modern higher education system that can meet the demand of the 
nation’s industrialisation and modernisation, ensure integration into the global 
economy and address people’s learning needs (MOET, 2005). With many specific 
objectives set out in the HERA to be achieved by 2020, the Vietnamese government 
pursued a comprehensive education reform to enhance educational development in 
Vietnam, and to prepare highly qualified human resources for the country’s 
international integration. 
Among the other targets, the HERA stressed developing HE curricula that 
focused on scientific research and had an occupation-application orientation and 
suggested some solutions including:  
• Restructuring the curriculum frame; guaranteeing of the inter-
school level; resolving the relationship between the amount of 
knowledge and the time allocation of general education and 
professional education in order to enhance the effectiveness of 
training courses. 
• Renewing syllabi, which are close to the practice of scientific 
research and the technological and occupational development in the 
society, to meet the requirements of economic and social 
development of each sector and each area and to reach the advanced 
level of the world.  
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• Developing the learners’ potentiality in innovative research, 
professional skills, capabilities of working in the community and 
ability to start a new career. (MOET, 2005, p. 2) 
In addition, a priority of the HERA was to build a more internationally 
integrated higher education system including improvement in the teaching and 
learning of foreign languages, especially English. The deficiency in graduates’ 
competence in foreign languages was an obstacle to global integration and the 
process of improving Vietnamese HE’s quality (MOLISA, 2016a, 2016c; T. N. 
Pham, 2010). Therefore, the HERA argued that more serious attention should be 
given to the teaching and learning of foreign languages in Vietnamese universities. 
The HERA aims of renovating curricula and improving the teaching and learning of 
foreign languages (especially English) have most relevance to the present study.   
1.2.5 Foreign language education policy in Vietnam 
Foreign language education policy in Vietnam has been influenced by 
political and economic changes, because “[t]he promotion of a particular foreign 
language was decided by the powerful cooperation alliances Vietnam pursued” (H. 
T. Do, 1996, p. 48). In other words, the language of a country which had political 
cooperation with Vietnam was learnt in Vietnam. 
During the Vietnamese War from 1954 to 1975, Vietnam was divided into 
two separate parts: the communist North and the capitalist South (H. T. Do, 2006). 
While Russian and Chinese were the main foreign languages in the North, French 
and English dominated the foreign language scene in the South. After 1975, when 
Vietnam had a close political, economic and educational relationship with the Soviet 
Union, the MOET mandated Russian as the main foreign language to be taught at all 
educational levels in Vietnam (H. T. Do, 1996). The targets set at high schools, for 
example, were 60% studying Russian, 25% studying English and 15% studying 
French (Denham, 1992). Russian aid in education also strengthened the spread of this 
language. A large number of Vietnamese teachers and students at both undergraduate 
and graduate levels were sent to the former Soviet Union for Russian studies (H. T. 
Do, 1996). Russian became the dominant foreign language in this period of early 
reunification (Wright, 2004). 
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Since the renovation policy in 1986, in which Vietnam began to establish 
relationships with other countries in the world, Vietnam has paid much more 
attention to developing all Vietnamese people’s proficiency in foreign languages, 
especially through the schooling and HE sectors. That demand was expressed in a 
succession of language policy and planning developments. For example, in an order 
signed by the Prime Minister in 1994, all government officials were required to study 
foreign languages (H. T. Do, 2006). This order emphasised that all state 
administrators and state officers needed to be able to speak a foreign language 
because Vietnam was increasing cooperation with foreign countries. These learners 
were given favourable opportunities to attend foreign language classes. They could 
be absent from work to study and were even paid to learn a foreign language. From 
the school year 1996-1997 onwards, all university students had to take a foreign 
language in entrance exams. Proficiency in a foreign language was a requirement for 
post-graduate education (N. H. Nguyen, 2012).  
Recently, English has become the priority foreign language in Vietnam as it 
has become the most commonly used language for global exchanges (H. T. Do, 
2006; Kirkpatrick, 2012). It has been chosen as the most popular language to learn 
by Vietnamese people (Wright, 2004). Up to 98% of students at schools and colleges 
have chosen English as their foreign language subject (only 2% for Russian, Chinese, 
French, German and Japanese). In other words, the English language has replaced 
Russian and other foreign languages (N. H. Nguyen, 2012). English language 
education is considered “a key factor in national development” (T. K. A. D. Dang, 
Nguyen, & Le, 2013). It performs the important role of being the language for 
broader communication and cooperation (H. T. Do, 1996, 2006; Wright, 2004). Also, 
English language proficiency has been considered a passport to globalisation for 
Vietnam, especially since the formation of Association of Southeast Asian Nations 
(ASEAN 2015) (N. H. Nguyen, 2011b; Wright, 2004) and in the light of the recent 
Trans-Pacific Partnership Agreement (TPP) (Dan Anh, 2016; MOLISA, 2016a, 
2016c).  
ASEAN 2015 referred to the goal of economic integration in the region of 
Asia by 2015. It was aimed at (a) a single market and production base, (b) a highly 
competitive economic region, (c) a region of equitable economic development, and 
(d) a region fully integrated into the global economy (ASEAN, 2014). The Trans-
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Pacific Partnership (TPP) is a trade agreement among twelve Pacific Rim countries 
including Brunei, Chile, New Zealand, Singapore, Australia, Canada, Japan, 
Malaysia, Mexico, Peru, the United States, and Vietnam. After seven years of 
negotiations, the finalised proposal of this trade agreement was signed on 4 February 
2016 in Auckland, New Zealand. This agreement aims to “promote economic 
growth; support the creation and retention of jobs; enhance innovation, productivity 
and competitiveness; raise living standards; reduce poverty in our countries; and 
promote transparency, good governance, and enhanced labour and environmental 
protections” (USTR, in press). It is considered that joining of the ASEAN 
community and the TPP agreement could bring opportunities for Vietnam’s 
economic development (MOLISA, 2016a). However, according to the Minister of 
Labour – Invalids and Social Affairs (MOLISA) of Vietnam, foreign language 
proficiency is an obstacle to taking this opportunity, as shown in the following 
excerpt: 
When Vietnam joined the ASEAN Community and signed the TPP, a new 
economic opportunity was opened up for Vietnam. However, taking 
advantage of this economic opportunity will depend a lot on human 
resources, which is problematic because the majority of our country's 
workers have not met the requirements of their employers regardless of the 
amount of training they have received. This is a very big challenge 
particularly in regard to the language barrier because the majority of 
Vietnam's labourers are not fluent in foreign languages sufficiently to 
communicate with the outside world. (MOLISA, 2016a, p. 1)  
According to the Deputy Chairman of the Committee on Social Issues in 
Vietnam, Bui Sy Loi, foreign language skills, especially English language skills, 
were an obstacle when Vietnam joined the ASEAN community and the TPP 
agreement (MOLISA, 2016a). Agreeing with this, the Deputy Minister of MOLISA 
Doan Mau Diep emphasised that the Vietnamese employees must overcome the 
language barrier to successfully integrate into the global labour market (MOLISA, 
2016a). 
In fact, the role of the English language as an important foreign language in 
Vietnam has been shown in the national language plans. In 1996, English was 
introduced to pupils of Grade 3, at the early age of eight years old, with 80 minutes 
(two periods of 40 minutes) a week in places with adequate resources and conditions. 
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The policy attracted great interest and received support from primary schools and 
parents all over the country. As a result, in 2010–2011, English became a 
compulsory subject for Grade 3, with four periods of 40 minutes of instruction per 
week (N. H. Nguyen, 2011a). The Vietnamese government now wants to see a 
workforce with at least level 4 of English competence on the Common European 
Framework of Reference’s scale by 2020. This expectation is represented through an 
ambitious project entitled the National Foreign Languages 2020 Project, which was 
launched in 2008 (N. H. Nguyen, 2012). 
1.2.6 National Foreign Languages 2020 Project (NFL 2020) 
The Former Executive Manager of NFL 2020, Nguyen Ngoc Hung argues 
that NFL 2020 aims at equipping all Vietnamese graduates from secondary schools, 
vocational schools, colleges and universities with foreign language competence, 
especially in English. He maintains that this competence must be achieved in 
graduates’ daily communication, study and work in a multi-lingual environment by 
2020 (N. H. Nguyen, 2011b).  
In order to attain that goal, the project identifies major tasks for the nation’s 
foreign language education. Among the tasks is to implement new compulsory 
English programs at schools: primary school to achieve level 1 (A1), lower 
secondary school to achieve level 2 (A2); higher secondary school, non-English 
college and university level 3 (B1) in the Common European Framework of 
Reference for Languages (N. H. Nguyen, 2011b). 
The NFL 2020 also emphasises developing training programs for English for 
Specific Purposes (ESP) in higher education institutions, for example English for 
Petroleum Engineering, English for Information Technology, English for Banking, 
English for Finance, English for Tourism or English for other industries at 
universities (N. H. Nguyen, 2011a). This helps to create a labour force with an 
effective level of English language proficiency. This is important because, “[f]or 
most professionals, career opportunities are better if the professional has a good 
command of English” (Huhta et al., 2013, p. 56).  
MOET’s NFL 2020 has exerted pressure to increase the opportunity for and 
improve the quality of English teaching and learning in all higher education 
institutions in Vietnam. In response to the NFL 2020’s goal of training graduates to 
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achieve English communicative competence, most colleges and universities in 
Vietnam have attempted to change and renew their English Language Curriculum to 
meet the Project’s goals, and also in an effort to meet the requirements of economic 
and social development in Vietnam. The change and renewal is patchy and hindered 
by a lack of knowledge and expertise (M. H. Nguyen, 2013; T. C. L. Nguyen, 2003).  
The present study intends to make a contribution to this area and help the 
Government to advance its reform. 
The next section will present the current practice of English teaching and 
learning in Vietnamese higher education. 
1.2.7 Current practice of ESP teaching and learning in Vietnamese higher 
education 
Although the Vietnamese HE system mainly focuses on training students for 
the global labour market and for the country’s industrialisation and modernisation, as 
mentioned above, it is not likely to be successful (J. Tran, 2012). There has been an 
enormous gap between higher education provision and industry needs (T. N. Pham, 
2010; T. T. Tran, 2013). A large number of graduates have experienced employment 
difficulties, while employers complain that they find it hard to employ graduates with 
appropriate knowledge and skills. The local graduates’ low English language 
proficiency (ELP), especially in communication, is considered one of the obstacles to 
employment in companies where English language is used (Ngo, 2015; N. H. 
Nguyen, 2010; T. N. Pham, 2010; T. T. Tran, 2015). This is further confounded by 
their poor field knowledge and skills.  
Many graduates cannot use English to communicate effectively in the 
workplace, or even in job interviews in English, despite studying English for seven 
years at school and two more years at college. This is a common problem for most 
Vietnamese graduates (Dan Anh, 2016; Mai & Iwashita, 2012; T. T. Tran, 2013).  
Even Vietnamese students who achieve an overall high distinction in their degrees 
and obtain excellent, specialised technical knowledge are often deemed not 
employable by foreign companies due to their lack of ELP (Dan Anh, 2016; Infornet, 
2013; J. Tran, 2012). It is claimed that most Vietnamese graduates cannot 
communicate in foreign languages, especially English, in their workplace unless they 
have taken extra courses in English studies (T. N. Pham, 2010; J. Tran, 2012). This 
mostly indicates ill preparation by universities of students’ workplace 
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communication, including ESP education, which is possibly caused by many factors 
related to teachers, materials, teaching methods, testing and curriculum.  
Most of the Vietnamese ESP teachers themselves have low English 
proficiency and use traditional teaching methods that do not promote language 
proficiency to meet the changing workplace demands. Many are not confident in 
using English as a means of instruction in the classroom. Teaching methodology is 
often out of date, grammar-focused and teacher-centred without student practice in 
using the language (T. P. O. Duong, Bui, & Bui, 2005; Trinh, 2005). Furthermore, 
most ESP curricula in Vietnamese HE institutions mainly focus on teaching 
grammar, vocabulary and macro language skills (e.g., reading, speaking, writing and 
listening) (T. P. O. Duong et al., 2005; V. K. Nguyen, 2015; Vu, 2015). Accordingly, 
Vietnamese ESP students have not had opportunities to develop communicative 
competence, and professional (technical) language competence (T. P. O. Duong et 
al., 2005; T. S. Le, 2011). Communicative competence is the capability of conveying 
and interpreting messages and negotiating meanings interactively within certain 
contexts (Hymes, 1972). Following on from Hymes, other models of communicative 
competence were proposed that endeavoured to show that communicative 
competence was not a singular concept (Spada, 2007). Rather, it was recognised as 
being complex and comprising components such as lexicogrammatical competence 
(knowledge of lexis and grammar); sociolinguistic competence (appropriacy and 
registers); discourse competence (knowledge of particular text types), and strategic 
competence (for second language users, being able to compensate and make meaning 
in the second language).  
Due to the increasing demand for ELP in the time of globalisation and the 
imperative of the NFL 2020, as shown above, an increasing number of studies have 
been conducted to improve the quality of Vietnamese ESP teaching and learning. 
These studies discuss related issues such as Vietnamese learner’s autonomy (T. T. 
Dang, 2010; Q. X. Le, 2013); designing the ESP curriculum and syllabus (T. T. L. 
Bui, 2016; T. H. Do, 2012; Nguyễn, 2016; Vu, 2015), ESP teaching approaches (T. 
T. C. Le & Nguyen, 2014; V. K. Nguyen, 2015; L. V. C. Tran, 2015), or difficulties 
in teaching ESP (T. T. H. Nguyen & Pham, 2016). As a part of this trend, the current 
study contributes to improving Vietnamese ESP curricula in terms of their alignment 
with workplace communication needs. 
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1.3 CONTEXT OF THE PETROLEUM INDUSTRY IN VIETNAM 
1.3.1 An overview of the Vietnamese petroleum industry 
The Vietnamese petroleum industry has been operating with initial efforts in 
exploration activities to find oil reserves in Vietnam’s continental shelf since the 
1960s. However, it secured the first tons of crude oil production only in June 1986 at 
Bach Ho oil field, which is located a hundred kilometres offshore. This oil field is 
operated by a joint-venture company between Vietnam and Russia named 
VietsovPetro. Since then, many other oil fields have been successfully discovered 
and put into production. By the end of 2011, a total of sixty petroleum contracts have 
been implemented in Vietnam, resulting in twenty petroleum fields being put into 
production.  
The petroleum industry in Vietnam is currently managed by the Vietnam 
National Petroleum Group (PVN), which is one of the leading economic groups of 
the country. This industry has become one of Vietnam’s key export products, 
contributing considerably to the country’s export value and state budget (PVN, 
2013a). According to the annual report in 2013 (PVN, 2013a), PVN has maintained 
an average annual growth of 18-20% in recent years, with a total turnover equal to 
20% of the entire country’s GDP and contributing some 25-30% of the state budget 
revenues.  
Along with the business sector of exploration and production, many other 
businesses have developed in recent years in the Vietnamese petroleum industry. 
These include refinery and petrochemicals, the gas industry, technical services and 
power generation. Among the five sectors, exploration and production is the core of 
the Vietnamese petroleum industry, as illustrated in Figure 1.2. 
 
 
 
 
 
 
                                    Figure 1.2. Core business sectors of PVN (PVN, 2013a). 
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Exploration and Production 
As the heart of the industry, the exploration and production sector has not 
only held the biggest benefit ratio of the Vietnamese petroleum industry, but has also 
played a key role in providing the material to the other adjacent business sectors, 
such as gas, petroleum services, refinery and power generation. As well as 
developing domestic oil fields, PVN has participated in 17 contracts of oil 
exploration and production in 14 countries: Venezuela, Peru, Algeria, Democratic 
Republic of Congo, Madagascar, Cuba, Malaysia, Indonesia, Myanmar, Laos, 
Democratic Kampuchea, Russia, Mongolia, and Uzbekistan (PVN, 2016). The 
workforce in this sector is the largest in the industry, with a total of 19,000 people in 
various companies such as VietSovPetro, PetroVietnam Exploration Production 
Corporation, Cuu Long Joint Operating Company, Japan Vietnam Company, Hoang 
Long Hoan Vu Joint Operating Company, TNK Vietnam, and Korea National Oil 
Corporation. 
Gas Industry  
The gas sector was established in 1990 with a company named PVGas. 
Starting with only 100 employees, PVGas has grown significantly, with over 2,000 
employees after it was equitised in May of 2011. PVGas has capital of VND $18,950 
billion at the present and operates a thousand kilometres of gas pipelines running 
from offshore to most of the southern provinces of Vietnam, as well as gas 
processing plants, gas distribution centres and a terminal.  PVGas and the Vietnam 
gas industry are expected to maintain strong development and continue to expand the 
workforce in the near future. 
Refinery, Petrochemical and Bio Fuel 
Refinery, petrochemical and bio fuel, another business sector of PVN, 
appeared later but has grown faster than the gas industry sector, with a total of 5000 
employees. Many associated companies have been established in the last ten years, 
such as Binh Son Refining and Petrochemical Company, PetroVietnam Fertiliser and 
Chemicals Corporation, PetroVietnam Camau Fertiliser Company, PetroVietnam-
Vinatex Dinh Vu, Nghi Son Refinery & Petrochemical complex, and South 
Petrochemical complex in Baria-Vungtau. 
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Among them, Binh Son Refining and Petrochemical Company with Dung 
Quat Refinery (put into production in 2008) and Dung Quat Polypropylene Plant (put 
into production in 2011) are the biggest members of PVN in this sector. In addition 
to Vietnam, some big petrochemical projects have been successfully put into 
production in Malaysia and Thailand. Especially, the two new refinery projects in the 
centre of Vietnam, the Vung Ro-Phu Yen project by the United Kingdom and Nhon 
Hoi - Binh Dinh project by PTT Thailand, are expected to have a far higher capacity 
than the first Dung Quat Refinery of PVN. The Vung Ro - Phu Yen refinery is 
planned for production in 2018 (Vungropetroleum, 2014) while the Nhon Hoi – Binh 
Dinh project has just completed the feasibility study report and has been approved by 
the Vietnamese government (Vietnamenergy, 2014).  
Petroleum Services 
Established at the same time as the main companies of the exploration and 
production sector, local services companies have quite a long history. After starting 
with some simple activities to support exploration and production companies, the 
sector of petroleum services nowadays offers services to the whole petroleum 
industry, including services such as geo-physics survey, drilling, operation and 
maintenance, storage, transportation, design and installation of petroleum structures, 
trading activities of petroleum products, maritime transportation and logistics. 
Approximately 11,000 people work in many local services companies, such as 
PetroVietnam Technical Services Corporation, VietSovPetro, PetroVietnam Drilling 
and Well Services Corporation, PetroVietnam Transportation Corporation, 
PetroVietnam Construction Corporation, and PetroVietnam Engineering Joint Stock 
Company. 
Beside PVN’s members, many global services companies have set up 
business in Vietnam, such as Schlumberger, Baker Hughes, Weatherford, 
Halliburton, and Technip. There are also many local private services companies 
working in construction and installation or trading activities. Nowadays, some of the 
biggest local services companies have also expanded their business to other countries 
in the region. 
Power Generation 
In order to meet the electricity demand and contribute to ensuring national 
energy security, PVN group has been investing strongly in power generation 
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recently. This sector has become the second largest power generator in Vietnam. To 
date, PVN has constructed more than ten power projects with a total capacity of over 
10,000 MW. PetroVietnam Power Corporation was established in 2007 to manage all 
of these projects.  
In summary, the petroleum industry in Vietnam is crucial to Vietnam’s 
current program of development and industrialisation. It is an emerging and fast 
growing industry which depends significantly on foreign resources regarding 
workforce, finance, and technology. Among the five main sectors, the exploration 
and production sector plays the most important role in the Vietnamese petroleum 
industry. Up to now, most of the contracts in the exploration and production sector 
have been given to joint-venture companies with foreign partners from North 
America, Europe and others in the region. The biggest projects in the gas industry, 
refineries, petrochemicals and power plants have been given mostly to foreign 
contractors (Petrovietnam, 2014). Hence, most transactions and documents used in 
engineering design, procurement, construction, and operation of this industry have 
been conducted in the English language. As a result, the English language is the 
official foreign language of the industry. In other words, English is used as the lingua 
franca of the Vietnamese petroleum industry. 
1.3.2 Development of workforce for the petroleum industry    
In accordance with the rapid development of the petroleum industry, the 
workforce has increased notably, from fewer than 100 engineers and experts in the 
early 1980s to more than 100,000 persons working in the whole industry currently 
(PVN, 2013a). It is predicted that this number will significantly increase when more 
oil and gas fields are put into production in Vietnam, as illustrated below: 
 
 
 
 
 
 
 
Figure 1.3. Summary of Vietnamese oil/gas production (PVN, 2013a). 
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In the early years of the industry (the 1980s and 1990s), normal operational 
activities in oil and gas production complexes or plants were carried out by foreign 
experts. The Vietnamese workforce was only employed in low-level jobs, such as 
technical workers or junior engineers. With a localisation strategy, Vietnamese 
people have gradually held all the positions in their companies. They are currently in 
charge of technical or commercial management in most of the petroleum companies 
in Vietnam (Petrovietnam, 2014; T. A. Tran, 2013).  
According to the statistics in 2008 from PVN, the Vietnamese petroleum 
industry had a workforce of 27,350 people who worked in various disciplines as 
shown in Table 1.1 (PVN, 2010). By 31 December 2012, this number increased 
dramatically to over 60,000, a three-time rise over just four years (PVN, 2012, 
2013b). This growth indicates an increasing demand for labour force in this industry 
in recent years.  
Staff in the Vietnamese petroleum industry work in different areas requiring 
various education backgrounds (PVN, 2010), including 12.85% in exploration and 
production, 5.54% in refinery and petrochemicals, 12.17% in mechanics, 8.51% in 
electricity and electronics, 12.17% in economics and 25.12% in other areas. In 2009, 
engineers with a bachelor’s degree accounted for 43.77%, the highest proportion; 
second to this was the 38.05% of workers with a certificate of secondary vocational 
education. The remainder consisted of employees with a certificate of secondary 
school education, an associate degree, a master’s degree, or a doctoral degree. 
To reach the strategic target of sustainable development on par with other 
petroleum companies in the region and in the world by 2025, PVN launched a 
strategy of human resource training and development in 2009. The aim was that the 
workforce of PVN would be retrained to further build up their capability, and foreign 
language education would be one of the main objectives in this strategy (PVN, 
2013a). To deploy the strategy, PVN developed a system of training facilities that 
would target workers of all skill levels, from technical workers to postgraduates, as 
shown in the table below: 
 
 
 Chapter 1: Introduction 18 
Table 1.1 
Institutions with petroleum engineering education run by PVN 
Facility Responsibility/level of training 
Petro Vietnam Manpower 
Training College (PVMTC) 
Petroleum professional college 
Basic training for beginners in the industry 
Manpower training for project operation 
Training of foreign languages and IT 
Petro Vietnam University 
(PVU) 
Bachelors 
MA and PhD level training 
Regular training and training for beginners of the industry. 
Vietnam Petroleum Institute 
(VPI) 
Knowledge updating and advanced training for the 
petroleum industry  
MA and PhD courses attached to business- and production-
led research  
Training for technological specialists / experts 
 
It is shown in Table 1.1 that Petro Vietnam Manpower Training College 
(PVMTC) and PetroVietnam University (PVU) are two key institutions run by PVN 
that train engineers and technicians for the industry. The PVMTC is a special college 
directed at training new employees of oil and gas companies in expert knowledge 
and English language, as well as enhancing the necessary knowledge for those 
working in new projects. In addition, PVMTC has the mission of training technical 
workers at an associate degree level. The second institution, PVU, is a new, small 
university that was founded in 2011 with a limited student enrolment quota each 
year: only 80 students for the academic year 2014 (PVU, 2014). It can be seen that 
with the increasing demand for engineers – the main qualification that the industry 
requires, as mentioned above – PVMTC and PVU cannot provide enough skilled 
personnel for the industry. Therefore, these much-needed engineers will and must 
come from universities run by MOET, as before. Table 1.2 below is the list of such 
universities with associated disciplines run by MOET: 
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Table 1.2 
Institutions with petroleum engineering education run by MOET 
University Faculty/ School Discipline 
Hanoi University of 
Mining and Geology 
Faculty of Oil and Gas Geophysics, Petroleum Geology, Drilling 
and Production, Petroleum Equipment, 
Oil Refining and Petro chemistry 
Hochiminh University 
of Technology 
Faculty of Geology and 
Petroleum Engineering 
Drilling and Production Engineering, 
Petroleum Geology, Geophysics 
Faculty of Chemical 
Engineering 
Petroleum Processing Engineering 
Hanoi University of 
Technology 
School of Chemical 
Engineering 
Organic and Petrochemical Technology 
Danang University of 
Technology 
Faculty of Chemical 
Engineering 
Oil and Gas Technology  
Industrial University 
of Hochiminh city  
Faculty of Chemical 
Engineering 
Petrochemical Technology 
Quynhon University Faculty of Chemistry Oil Refining and Petro chemistry 
Baria – Vungtau 
University 
Faculty of Chemical 
Engineering and Food 
Technology 
Petrochemical Engineering 
 
To sum up, academic institutions operated both by PVN and by MOET are in 
charge of training a large number of petroleum engineers and technicians working 
for the Vietnamese petroleum industry. One of the universities mentioned in the lists 
above was chosen as the research site for this study because its geographical 
location, in a place where a large number of petroleum companies are located, makes 
it particularly responsive to industry needs. However, it will be referred to with a 
pseudonym for ethical reasons, and will be known as Nam Khue University (NKU).  
1.4 PURPOSES OF THE STUDY 
The present study aims to investigate the alignment of the ESP curriculum in 
Vietnamese universities with workplace communication needs for the purpose of 
training linguistically competent personnel to work on joint-venture projects. To 
achieve this aim, the study focused on the highly important petroleum industry and 
the meeting of its communication needs in university language curricula.  
The questions posed by this research are: 
1. How does the English for petroleum engineering curriculum at Nam 
Khue University align with the workplace communication needs of 
the petroleum engineers in two joint-venture petroleum companies in 
Vietnam? 
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The sub-questions that derive from this overarching question are: 
• What kinds of knowledge are required by the petroleum 
engineers for their workplace communication in two joint-
venture petroleum companies in Vietnam? 
• What kinds of knowledge are included in the English for 
petroleum engineering curriculum at Nam Khue University? 
Findings from all the questions above helped to shape an understanding of the 
modifications and revisions that could be made to the English for petroleum 
engineering curriculum (EPE) at Nam Khue University (NKU) to enhance the fit 
between university provision and workplace demands. Moreover, this study offers 
recommendations for improving issues related to teaching and learning ESP in 
Vietnam, such as curriculum design, teacher training, and delivery modality. Also, 
this study provides suggestions to workplaces in terms of recruitment policy and 
workplace education to increase the effectiveness of workplace communication for 
their employees to meet global standards. 
1.5 SIGNIFICANCE OF THE STUDY 
As mentioned in section 1.2.4, through the Higher Education Reform 
Agenda, the Vietnamese MOET has paid much attention to modernising the 
Vietnamese education system to meet changing labour market demands in the time 
of globalisation. Especially, MOET has focused on reforming curricula in 
Vietnamese universities to enhance the effectiveness of their training courses. This 
reform aims at solving a serious problem in which most Vietnamese graduates 
experience difficulties in finding jobs due to a mismatch between their skills and job 
demands. One of the reasons for the gap is their lack of workplace communication 
competence, especially in English-speaking workplaces. More specifically, the 
Vietnamese petroleum industry, which plays a crucial role in the country’s 
industrialisation, modernisation and integration, attracts huge foreign investment 
through many joint-venture companies, as mentioned in Section 1.3. Therefore, it is 
necessary to look at what kinds of knowledge are taught in the EPE curriculum in 
Vietnamese universities to meet workplace communication needs. It is also very 
important to have a theoretical model of how to design ESP curricula to meet 
workplace communication needs, based on which the ESP curricula will be 
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developed to ensure their alignment with the labour market demands. However, the 
review of literature indicates that research has not been conducted in this field. 
The current study is significant in its theoretical, practical and pedagogical 
perspectives. From a theoretical perspective, this study provides a new theoretical 
model for designing an ESP curriculum to meet workplace communication needs in 
Vietnam, in which workplace contexts play a crucial role and should be involved in 
ESP curriculum planning and development. This theoretical model is also useful to 
software developers who may develop software programs supporting professionals in 
their workplace communication. From a practical perspective, through a detailed and 
rigorous approach, the research aims to contribute to the improvement of the EPE 
curriculum for two reasons: (1) to increase the effectiveness of the teaching and 
learning of EPE in Vietnamese higher education institutions and (2) to provide 
communicative competence to graduates to improve their employability in the 
petroleum industry.  
While the findings are expected to have implications for improving the EPE 
course at NKU, they may also have implications for other institutions in Vietnam as 
well as in other countries with similar ESP contexts and specialist language needs. 
Equally, while the study focuses on the petroleum industry, the principles of design 
and alignment will be useful to other content- and industry-oriented English language 
curriculum designers. This study also provides useful implications for employers 
regarding their recruitment policies and provision of workplace education to improve 
their employees’ professional communicative competence to meet global standards. 
A pedagogical application and contribution of the findings is seen in the use 
of the software tool RANGE and a technical dictionary for corpus analysis with key 
vocabulary used in the workplace. This pedagogical contribution is useful in 
bettering the teaching and learning of vocabulary in Vietnamese ESP classrooms 
1.6 SCOPE OF THE STUDY 
Within the larger framework of specialist English language curriculum in 
higher education with development initiatives and industry needs, the current study 
focuses on the specialist English for petroleum engineering. The study investigated 
the alignment between the respective English for the petroleum engineering 
curriculum and the demands of the labour market.  
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1.7 SUMMARY OF THE CHAPTER AND STRUCTURE OF THE THESIS 
 Chapter 1 has provided the rationale for the study, contextualising the 
proposed research within its background. The contextual factors of the study are 
detailed, in particular, the impact of globalisation and political initiatives related to 
language teaching policy and higher education reform in Vietnam. The chapter has 
established the specific focuses of the proposed study, which are to examine the 
design and teaching of English in the petroleum engineering curriculum at NKU, to 
investigate the workplace communication needs of two petroleum companies in 
Vietnam and to seek to identify the level of alignment between university provision 
and workplace demands. Subsequently, the aims, significance and scope of the study 
have been presented in terms of curricula reform in Vietnamese higher education, 
and the possibilities for innovations in research and practice.  
In the remaining chapters of this thesis, the literature review – Chapter 2 – 
presents an overview of ESP in terms of definition, origin, development, needs 
analysis, forms of ESP teaching, and problems in ESP.  
Chapter 3 outlines the theoretical perspective that underpins the study. It 
incorporates theoretical perspectives on language learning, workplace learning, 
workplace communication needs, and curriculum development.  
Chapter 4 describes the methodology of the study. It links to the key features 
of the theoretical perspective and includes a description of the qualitative case study 
research methodology that was employed. Specific methods are explained, as well as 
the tools for generating data and the aspects of trustworthiness.  The chapter also 
details methods of analysis and the ethical clearance process of the study. 
Chapter 5 and Chapter 6 analyse and discuss the findings of the study. 
Chapter 5 explores kinds of knowledge used by the petroleum engineers for their 
workplace communication in the two petroleum companies. Chapter 6 focuses on 
kinds of knowledge taught in the EPE curriculum at NKU to prepare EPE students 
for their future workplace communication.  
Chapter 7 compares the findings in Chapters 5 and 6 to identify the alignment 
between the EPE curriculum provision and workplace communication needs in the 
petroleum companies. Alignments and misalignments between the two sites are 
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discussed and some implications and recommendations are also suggested in this 
chapter.  
Finally, Chapter 8 summarises the practical, theoretical, and pedagogical 
contributions this study has made to the field of ESP. This chapter also points out the 
limitations of the study and gives suggestions for future investigations. 
. 
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Chapter 2: English for Specific Purposes 
2.1 INTRODUCTION 
Chapter 1 has presented the background and context of this study. The 
present chapter reviews the significant literature in the fields relevant to the study in 
Section 2.2. The literature review provides an overview of English for Specific 
Purposes (ESP) including its characteristics, origin and development; needs analysis, 
ESP learners’ needs, problems in ESP teaching and learning; and teaching 
approaches in ESP. The section also discusses how these teaching approaches can be 
aligned with Vietnam’s current English language needs and traditions in terms of 
curriculum, materials and teaching methods. Finally, the summary of the chapter is 
presented in in Section 2.3. 
2.2 AN OVERVIEW OF ENGLISH FOR SPECIFIC PURPOSES 
2.2.1 The origin of ESP 
Hutchinson and Waters (1987) argue that the expansion of demands for 
English to meet particular needs, a revolution in linguistics, and a focus on learners 
are the three main reasons for the existence of ESP. First, after the Second World 
War an enormous expansion in scientific, technical and economic activities happened 
on a worldwide scale. This new development and the economic dominance of the 
United States in the post-war world made English become the global language 
(Hutchinson & Waters, 1987). Moreover, the Oil Crises of the early 1970s resulted in 
Western countries investing their money and knowledge into oil-rich countries, 
meaning “English suddenly became big business” (Hutchison & Waters, 1987, p.7). 
When English was accepted as the international language of technology and 
commerce, the demand for learning English for clearly defined goals emerged. The 
language teaching profession was put under pressure to deliver “the required goods” 
(Hutchison & Waters, 1987, p.7) appropriate to learners’ needs, wishes, and 
demands. 
The second reason for the emergence of ESP was a revolution in linguistics. 
While traditional linguists described the formal features of language usage, new 
approaches to linguistics began to study the ways in which language is actually used 
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in real communication. This was a revolutionary trend in the study of language. 
Hutchinson and Waters (1987) argue that spoken and written language varies in 
different contexts. In other words, different variants of English are used in different 
contexts of usage. If so, designing language courses to meet the needs of learners in 
specific situations is also possible. Therefore, in the late 1960s and the early 1970s 
there were many attempts to describe particular varieties of English. Most of them 
were about English for Science and Technology (EST) in this time. Ewer and Latorre 
(1969), Swales (1971), and Selinker and Trimble (1976) were considered to be the 
prominent descriptive EST pioneers (Hutchinson & Waters, 1987). 
The last key reason cited as having influenced the emergence of ESP relates 
more to psychology than linguistics, and is what Hutchinson and Waters (1987, p. 8) 
refer to as “educational psychology.” In this approach, more attention was given to 
the important role of learners (how individuals acquire language) and their attitudes 
to learning (motivation to learn). Learners’ needs and interests were seen to have an 
important impact on the effectiveness of their learning. Therefore, specific English 
courses to better meet these individual needs would motivate them much in their 
English learning. 
2.2.2 The development of ESP 
Looking back to the development of ESP, many ESP experts agree that ESP, 
in its early days, emerged to meet the need of communicating across languages in 
areas such as technology and commerce (Benesch, 2001; Hutchinson & Waters, 
1987; Paltridge & Starfield, 2012). Later, it developed and was separated into three 
specific categories: English for Science and Technology (EST), English for Business 
and Economics (EBE) and English for Social Sciences (ESS). Each of these large 
categories is divided into two main types of ESP that are differentiated according to 
whether the learner requires English for academic study (EAP: English for Academic 
Purposes) or for work/ training (EOP: English for Occupational Purposes) 
(Hutchinson & Waters, 1987).   
Belcher (2006) considers that the latter (EOP) should be more specific-
mission-oriented. EOP includes business, medicine, law, shipbuilding and aviation. 
Another category that emerged is English for Sociocultural Purposes (ESCP) for 
AIDS education, family literacy and citizenship (Master, 1997) and English for those 
with highly specialised needs, such as disabled or incarcerated learners (R. 
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Johnstone, 1997; Master, 2000). While ESP in the 1980s has paid scant attention to 
social context, ESP today especially concentrates on analysing social situations 
(Belcher, 2004), which leads to the emergence of three socially-oriented perspectives 
underpinning ESP pedagogy: sociodiscoursal, sociocultural and sociopolitical. These 
approaches aim at “deeper knowledge of texts and contexts, and broader knowledge 
of more, and more varied, school, workplace, and other community settings” 
(Belcher, 2004, p. 178).  
Huhta et al. (2013) also emphasise that the major characteristic of an ESP 
course is focusing on teaching a set of communication situations from beginning to 
end since ESP learners will use a foreign language in the workplace. Huhta et al. 
(2013) categorise ESP as the following: 
 
Figure 2.1. Classification of ESP by Huhta et al. (2013, p. 37). 
According to Huhta et al.’s (2013) classification of ESP, ESP is divided into 
three main groups: English for academic purposes, English for professional purposes 
and English for vocational purposes. Accordingly, English for Petroleum 
Engineering, the particular research focus of this study, can be seen as having a 
professional focus.   
The origin and development of ESP as presented above indicate that there 
have been different conceptualisations of ESP. It is therefore important to gain a 
deep understanding of those concepts, which are discussed in the following section.  
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2.2.3 Understandings of ESP  
English for Specific Purposes (ESP) emerged as a field in the early 1960s and 
has grown to become a mode of teaching English as a Foreign Language. Despite 
this prevalence, there remain many understandings of ESP, which can be grouped 
into traditional and modern views on ESP. 
Traditionally, ESP is understood as a language teaching approach focusing on 
developing the language knowledge and skills suitable to particular disciplines. In 
the words of Hutchinson and Waters (1987), ESP is an approach to language 
teaching in which all the related decisions, such as content or methodology choices, 
are made based on the learners’ reasons for learning the language. According to the 
authors, learners’ needs and interests have a central importance in designing an ESP 
course. That viewpoint is encapsulated in their well-known statement: “Tell me what 
you need English for and I will tell you the English that you need” (p. 8).  
Strevens (1988) also confirms the learner’s important role in ESP by 
considering ESP in terms of the requirements of particular learners. However, he 
focuses on the difference between ESP and General English. In contrast to General 
English, ESP is required by particular learners, and is related in content to specific 
disciplines, activities and occupations; as a result, it focuses on the language suitable 
to these activities. These are the absolute characteristics of ESP. In addition, ESP 
may be limited to the language skills that should be learned and may not be taught 
according to “pre-ordained methodology” (p. 2).  
Influenced by Hutchinson and Waters’ (1987) and Strevens’ (1988) view of 
ESP, Dudley-Evans (1998) describes features of ESP in terms of absolute 
characteristics and variable characteristics. The most important absolute 
characteristic of ESP is that it focuses on the specific needs of learners in specific 
disciplines and utilises the methodologies and activities of those disciplines that the 
ESP course is designed to serve. This understanding of ESP also focuses on language 
forms such as lexis, grammar and register, genres, discourses and skills that are 
suitable to the particular disciplines. These absolute characteristics help to 
distinguish ESP courses from general English courses in which students are 
considered to already have some general knowledge of English (Dudley-Evans, 
1998). ESP courses aim to equip learners with language knowledge and skills to 
communicate within a specific academic, occupational or professional field. 
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For the variable characteristics of ESP, Dudley-Evans (1998) states that ESP 
may be taught in a very specific discipline such as, for example, petroleum 
engineering or tourism. Compared to the methodology used in general English, quite 
a different methodology may be used in teaching English for a specific discipline. 
ESP teaching is mostly focused on the tertiary level, or adults in professional 
workplaces.  
As discussed above, ESP focuses on preparing learners with the necessary 
language knowledge and skills in a specific professional domain for their workplace 
communication. However, in a modern view, Huhta et al. (2013) argue that ESP 
should be specific to the professional context, not the professional domain. It means 
that ESP should focus on communication, not just the linguistic elements 
characterising a professional domain like petroleum engineering. Huhta et al. (2013) 
illustrate that an accountant trained only in the specific language of accountancy 
taught at university may struggle to communicate if she goes on to work in the 
professional discourse community of a multinational hospital, where she must 
communicate with other specialists such as nurses or doctors for similar goals.  This 
example indicates that professionals should not be considered as separate groups, 
such as petroleum engineers, accountants or lawyers. Instead, Huhta et al. (2013)  
state that these professionals should be seen as engaged in discourse communities 
where they cooperate to accomplish common goals. Therefore, ESP’s specificity 
should concern “the dynamic communication practices of particular professional 
discourse communities rather than the language associated with a particular 
professional group” (Huhta et al., 2013, p. 36).  
Accordingly, Huhta et al. (2013) consider that the focus of ESP should be on 
professional discourse activities that are communicative tasks in professional 
workplace contexts, because in order to achieve these tasks, professionals are 
required to have both language and discourse skills. From this understanding, Huhta 
et al. (2013) strongly suggest that ESP should be shifted from language education to 
training in communication for professional purposes where the language arises.  
Furthermore, Huhta et al. (2013) argue that the communicative events in the 
workplace include those possibly being conducted “formulaically,” such as writing 
reports or making phone calls, and those requiring “creative 
language/communication capacity,” such as social situations, hosting visitors, or 
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problem solving (p.40). Therefore, ESP courses should be taught not only as 
“education (for broad, overall purposes)” but also as “training (closed targeted 
objectives of learning)” (Huhta et al., 2013, p. 40).  
ESP’s engagement with context and socially contextualised language use is 
an innovation in understandings of ESP. It is useful to think of ESP as not only 
related to the professional domain, but also embedded in the professional context. 
Correspondingly, teaching ESP is not just teaching linguistic knowledge and skills, 
but also the ability to function communicatively in diverse workplace situations. For 
the purposes of the present study, this new conceptualisation of ESP teaching 
proposed by Huhta et al. (2013) is highly relevant. This study aims to solve the 
ongoing problem of ESP provision through the concept of alignment to provide a 
deeper understanding of industry communication and greater inclusion of relevant 
material and curriculum topics in ESP courses. Specifically, it focuses on the 
workplace communication needs in the petroleum industry, which covers not only 
language knowledge and skills, but also other kinds of knowledge required for 
workplace communication.  
Although there are different views on ESP, learners’ needs and interests have 
a central importance in designing an ESP course. The following section will discuss 
types of learner needs in ESP. 
2.2.4 Types of ESP learner’s needs 
Different ESP experts have identified different types of needs. Hutchinson 
and Waters (1987) consider that the learner’s needs are the abilities by which the 
learner can “comprehend and/or produce the linguistic features of the target 
situation” (p. 54). With that definition, Hutchinson and Waters (1987) divide the 
learner’s needs into target needs and learning needs. Accordingly, the learner’s 
needs can be understood as being differentiated in the professional context and 
educational context for learning. Target needs refer to what the learner needs to be 
able to do in the target situation. Target needs are further subdivided into necessities, 
lacks and wants. Necessities are what learners must know to perform effectively in 
the target situation, such as the linguistic features used in identified situations. The 
gap between the learner’s existing knowledge and the necessities are called lacks. 
The learner’s real wants are what the learner feels he/she needs. Hutchinson and 
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Waters (1987) consider that learning needs are what the learner needs to do in order 
to learn, including their knowledge, skills, strategies and motivation.  
Going beyond Hutchinson and Waters (1987) in identifying the learner’s 
needs in the professional context, Brindley (1989) and Berwick (1989) have different 
ways of classifying needs. Brindley (1989) classifies the learner’s needs into 
objective needs and subjective needs. According to Brindley, objective needs are 
factual information about learners, current language proficiency and language 
difficulties, as well as language use in real life contexts. The term subjective needs 
refers to cognitive and affective needs of the learner in the process of learning 
language, such as confidence, attitudes, and expectations. Berwick (1989) considers 
that the learner’s needs include felt needs and perceived needs. This classification 
distinguishes “a personal, inside perspective and a more objective, outside view of 
the professional learner and his or her professional context for learning” (Huhta et 
al., 2013, p. 11). 
With a different classification, Robinson (1991) puts the learner’s needs into 
three different levels including micro, meso and macro level (Figure 2.2). Micro-
level needs are the needs of the individual learner. In the example of a petroleum 
engineer, the need perceived at the micro level is to be confident in communicating 
with foreign partners. The meso-level needs are the needs perceived in the workplace 
context or the educational institution context. The needs at this level are related to 
outcomes considered appropriate or essential to the institutions. In this example, the 
needs of his or her company are regarded at the meso-level. In such a wider 
workplace context, the perceived need is to be confident to communicate with 
partners from France, Russia and Japan. The macro-level needs, the most abstract 
kind of the three, are perceived by the society.  Accordingly, the Vietnamese 
petroleum industry requires that petroleum engineers should have English language 
skills good enough to take part in the industry’s export business. 
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Figure 2.2. Learner’s needs classification based on P. C. Robinson (1991). 
Regarded as covering various perspectives and information sources (Huhta et 
al., 2013), the needs classification of P. C. Robinson (1991) was used in the present 
study, in which the meso-level needs – the workplace communication needs of the 
Vietnamese petroleum industry – were mostly targeted. 
The literature reveals that an ongoing problem in the ESP field is the 
disconnection between ESP courses and workplace communication needs. A large 
number of studies have been conducted to investigate the workplace communication 
needs (meso-level), as presented in the following section. 
Meso-level needs of ESP learners 
In Malaysia, Kassim and Ali (2010) deployed the tool of self-developed 
questionnaires to examine the important communication skills and communicative 
events frequently faced and utilised by engineers in ten multinational chemical 
companies all around Malaysia. The findings revealed that oral, rather than written, 
communication skills should be emphasised in the course. Kassim and Ali also 
considered that teleconferencing, networking for contacts and advice, and presenting 
new ideas and alternative strategies are important communicative events for 
engineers in Malaysia. They also suggested that module design and development 
should be based on workplace scenarios as the basis for university activities. 
Kaewpet (2009) in Thailand identified the communication needs and learning 
needs of a group of Thai civil engineering students by collecting information from 
employers, civil engineers, civil engineering lecturers, ex-civil engineering students 
of the technical English course, and ESP teachers. This research emphasised the 
increasing demand for professional English in the engineering field and the degree to 
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which English is required in various professional and industrial circumstances 
throughout Thailand. This author suggested that communicative skills such as talking 
about daily tasks and duties, reading textbooks, reading manuals, and writing 
periodic/progress reports should be incorporated into English courses.  
To help the learners to cope with language/communication situations in their 
future workplace and boost their motivation, the Prolang group (Huhta, 1997) 
developed a list of 18 common language and communication situations that 
professionals usually face in business and industry (Table 2.2), as cited in Huhta et 
al. (2013, p. 42). This result was taken from the previous studies in industry and 
business by Davidsson, Berggren and Mehtäläinen and 23 teacher-researchers in the 
Prolang group. In comparison with the communication situations that were identified 
by Kassim and Ali (2010) and Kaewpet (2009), this list is more comprehensive, with 
all 18 situations regularly found in industry and business. It was also utilised by 
Huhta et al. (2013) to develop CEFR (Common European Framework of Reference 
for Languages) Professional Profiles for business, healthcare and social services, law 
and technology. Given its comprehensive characteristics, this list of language and 
communication situations was also used in the present study to identify common 
communication situations in the two joint-venture petroleum companies in Vietnam 
and to investigate communication situations taught in the EPE curriculum at NKU to 
prepare their EPE students for their future workplace communication. 
Table 2.1 
The Prolang list of language and communication situations in industry and business     
(Adapted from Huhta (1999, p. 176)) 
LANGUAGE / COMMUNICATION SITUATIONS IN INDUSTRY AND BUSINESS 
1. Talking about oneself and one’s job 
2. Travel 
3. Social situations (e.g., introductions, small talk) 
4. Routine telephone calls (e.g., taking messages, answering inquiries, making 
arrangements) 
5. Client contacts (e.g., customer service, exhibitions, complaints by telephone, face-to-
face) 
6. Hosting visitors/Participating in visits 
7. Solving computer problems 
8. Explaining a process or a (working) method 
9. Discussions concerning deliveries, installations, maintenance 
10. Fault analysis, solving problems 
11. Tutoring a new employee 
12. Reading manuals, instructions, professional literature 
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13. Reading company documentation (memos, quotations etc.) 
14. Writing email messages, faxes; taking notes in a meeting 
15. Writing memos, reports, documents 
16. Giving a presentation (e.g., company profile, product presentation) 
17. Meetings, negotiations 
18. Other (interpretation, translation, projects abroad) 
 
In addition to communication situations, professionals also use genres in their 
workplace communication. Genres used in the workplace include emails, memos, 
letters, reports, meetings, telephone conversations, teleconferences, press releases, 
presentations and customer complaint forms (Evans, 2010, 2012; Giannoni, 2014; 
Rogerson-Revell, 2008; Spence & Liu, 2013; Warren, 2014). A large number of 
studies have been conducted to identify common genres in the workplace (Evans, 
2010, 2012; Giannoni, 2014; Rogerson-Revell, 2008; Spence & Liu, 2013; Warren, 
2014). For instance, based on English language skills for engineers and professionals 
in Asia–Pacific countries, Spence and Liu (2013) deployed online survey-
questionnaires and semi-structured interviews with process integration engineers at a 
leading semiconductor manufacturing company in Taiwan to examine their typical 
genres in the workplace. The findings revealed that the engineers used genres similar 
to other Asia–Pacific nations, including emails, reports, memos, meetings, 
teleconferences, and presentations. Spence and Liu (2013) also suggest that ESP 
curricula in Taiwan should involve authentic training in those particular genres. 
Text knowledge, especially vocabulary knowledge, is another meso-level 
need of ESP learners. Many researchers have identified the kinds of vocabulary 
required in workplaces in various ways (Chung & Nation, 2003, 2004; Coxhead, 
2013; Csomay & Petrović, 2012; Kwary, 2011; Sonchaiya, Wasuntarasophit, & 
Chindaprasirt, 2011; Tangpijaikul, 2014; Wasuntarasophit, 2009). While they are not 
the main focus in this section, various ways of identifying key vocabulary needed in 
the workplace, which were useful in this study given its attention to the kinds of 
words used in the two petroleum companies, will be briefly mentioned here. 
Ways of identifying vocabulary  
There have been several ways of identifying vocabulary in texts. According 
to Chung and Nation (2004), there are four approaches used to determine technical 
vocabulary, including (1) using a technical dictionary, (2) using clues provided in the 
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text, (3) using a computer-based approach and (4) using a four-step rating scale. 
They claim that the four-step rating scale can give the highest degree of reliability, 
while using clues is the least effective approach. Using a technical dictionary is 
considered more successful, but the accuracy rate is only around 80%. They also 
state that a relevant specialist dictionary can create higher accuracy. A computer-
based program like RANGE can have “quite a good overall rate and reasonably 
consistent success in identifying terms and non-terms” (Chung & Nation, 2004, p. 
261). However, it is not inclusive enough to give an exact list of terms because this 
approach cannot identify “terms and their collocates” (Chung & Nation, 2004, p. 
260). This means that only single technical words, not technical noun phrases, are 
identified. Moreover, technical words, which can come from other word groups like 
high frequency or academic words, are also ignored. According to Chung and 
Nation, the rating scale approach can avoid the limitations of the other approaches 
with four steps (applied to anatomy text). They include (1) identifying words such as 
function words with their meaning independent of the subject field (e.g., the, is, 
common, commonly, early, by, it, between or especially); (2) identifying words with 
their meaning minimally related to the subject field (e.g., superior, part, forms, pairs, 
surrounds, supports, lodges, protects or associated); (3) identifying words with a 
(technical) meaning closely to the subject field, but possibly with a common meaning 
in general language (e.g., chest, neck, liver, bony, abdominal, breathing, cage, cavity, 
shoulder, skin, muscles, wall, heart, lungs, or organs); and (4) identifying words with 
a meaning limited to a certain subject field, not likely to be known in general 
language (e.g., thorax, sternum, costal, vertebrae, pectoral, fascia, trachea, mammary, 
or pedicle). The words identified at Step 3 and Step 4 are technical words, while the 
words at Step 1 and Step 2 are not.  
The rating scale and RANGE methods were applied in Wasuntarasophit’s 
(2009) research, which aimed to identify proportions of general, academic, and 
technical vocabulary in forms of single words and complex noun phrases from 
electrical engineering textbooks. With predetermined criteria, noun phrases were 
categorised and separated from single words. Based on Chung and Nation’s (2004) 
rating scale, Wasuntarasophit (2009) developed a five-step rating scale to identify 
technical vocabulary in both sets of single words and noun phrases. An additional 
step is to identify words that are not likely in general language but more common in 
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general science or other engineering fields (e.g., ‘sine’ and ‘thermal’ in agitation). 
The technical vocabulary was made up of the single words and noun phrases 
identified from the third and fourth step according to Chung and Nation’s scale and 
from the additional (fifth) step in Wasuntarasophit’s scale. The words in the first and 
second steps were checked against the general service list (GSL) (West, 1953) and 
the academic word list (AWL) (Coxhead, 2000), which are contained in RANGE, to 
identify general and academic vocabulary. This approach was also applied by 
Sonchaiya, Wasuntarasophit, and Chindaprasirt (2011) to identify the proportions of 
academic and technical vocabulary, both single-word units and multi-word units, 
from 150 research articles in food technology collected from six journals.                                 
Chung and Nation (2004) consider that the rating scale is the most successful, 
but also the most time-consuming, in comparison with the other approaches. 
Moreover, good knowledge of the subject field is required to use this method. With 
its subject knowledge requirement, this method is not suitable for use by researchers 
without knowledge in specialised fields. In this case, Kwary’s (2011) hybrid method 
seems to be more appropriate. In the hybrid method, Kwary combined the keyword 
analysis method and the systematic classifications method. In the keyword analysis 
method, a list of all key single words and noun phrases can be identified within 
seconds automatically by using keyword analysis programs like WordSmith or 
AntConc. This is different from the vocabulary categorisation using RANGE, in 
which technical vocabulary coming from academic and general words may be 
rejected by the GSL and AWL list. Keyword analysis gives a smaller number of 
results because it excludes words which do not really make sense in the technical 
word list. The result of keyword analysis becomes the input in the systematic 
analysis in terms of subject-field classification. This step is carried out to identify 
which words are technical or not by using “the libraries’ universal decimal 
classification”, “existing special bibliographies” or “specialised textbooks” (Kwary, 
2011, p. 178). Experts in the specific field were also suggested for better results in 
identifying the specialised meaning of words. Kwary’s (2011) hybrid method is 
likely the most effective way to identify technical words. However, this method is 
not likely sufficient to identify the proportion of other kinds of vocabulary, such as 
high frequency, academic, and low frequency vocabulary, which may also play 
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important roles in workplace communication. In this case, Csomay and Petrovie’s 
(2012) approach seems to be applicable, as shown in detail below. 
In order to identify technical words from movies/TV shows with legal 
content, Csomay and Petrović (2012) used Nation’s RANGE program 
(Range_GSL_AWL) and a technical dictionary in two steps. In the first step, they 
listed specialised words in their corpus by using RANGE. In the second step, along 
with the specialised vocabulary identified in the first step, they determined which 
words in their word lists extracted from the corpus would qualify as technical words 
in their legal context through checking a technical dictionary. With this method, high 
frequency, academic and low frequency words can be determined by not counting the 
technical words in the first and second steps. Although Csomay and Petrović (2012) 
aimed to identify technical vocabulary, their method is useful and suitable to identify 
all the four kinds of words:  high frequency, academic, technical and low frequency 
words. Therefore, Csomay and Petrović’s (2012) approach was applied to examine 
all these four word groups in emails and daily calls in the two petroleum companies 
in Vietnam to identify key words needed for workplace communication in the 
petroleum companies.  
In addition to studies focusing on exploring textual knowledge needed in the 
workplace – such as communication situations, genres, and vocabulary knowledge – 
contextual knowledge has recently been a focus of attention (Kwan & Dunworth, 
2016; Warren, 2014; Yates, Dahm, Roger, & Cartmill, 2016).  
By investigating the use of ELF between Filipino employees and Hong 
Kongese employers in domestic workplaces in Hong Kong, Kwan and Dunworth 
(2016) found that accuracy and fluency in English language proficiency are not 
necessarily the most important issues in the ELF workplace context of Hong Kong. 
Instead, a priority should be put on strategic communicative competence and 
pragmatic competence in the multi-ethnic workplace. They argue that strategic 
communicative competence incorporating clarification, repetition and direct 
questioning is useful for effective workplace communication. Kwan and Dunworth 
(2016) also claim that the cultural and pragmatic features of the workplace are 
important for workplace communication. As a result, they recommend that these 
features of communicative competence should be addressed in ESP teaching in order 
to bridge the gap between ESP courses and workplace practices. Also, authentic 
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materials are recommended to be used in ESP courses since they could be used as a 
resource to teaching pragmatic understandings.  
The importance of cultural knowledge in workplace communication is also 
confirmed by Yates et al. (2016). In addition to knowledge of the workplace culture 
and language knowledge, it is also very important for professionals to know “how to 
transfer their professional skills appropriately to that context” (Yates et al., 2016, p. 
114). Accordingly, Yates et al. (2016) suggest that pragmalinguistic and 
sociopragmatic skills should be included in ESP curricula.  
Warren (2014) conducted an extensive survey of 1,010 professionals across 
four key economic sectors of Hong Kong and follow-up interviews with 31 
representative respondents. The results in this study showed that professionals in 
Hong Kong found barriers to effective communication in their meetings, for 
example, listening to different accents, interrupting effectively, and presenting an 
effective argument. Based on his findings, Warren (2014) claims that for effective 
workplace communication in meetings, professionals should have not only 
“linguistic competence” but also “professional communicative competence” (p.21). 
In addition to linguistic knowledge, these professionals should have knowledge of 
colleagues and partners or clients in terms of cultures and communication styles (and 
accents). Moreover, Warren (2014) reveals that knowledge of communication 
strategies was also required for the professionals in their meeting communications, 
such as pre- and post-meeting preparation, adjusting their use of English to 
accommodate other participants in the meetings, avoiding highly contextualised 
messages to achieve better understanding, using visual aids in meetings, asking for 
key things to be repeated, or investing time in becoming accustomed to different 
accents.  
It is clear from the literature that for workplace communication, a 
professional is required to have not only language knowledge and skills but also 
contextual knowledge such as knowledge of the workplace culture and interlocutors, 
strategic communicative competence, pragmatic competence, or pragmalinguistic 
and sociopragmatic skills.  
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2.2.5 Approaches to needs analysis  
Definitions of needs analysis 
As mentioned above, ESP is an approach to language teaching that is 
designed to meet learners’ needs (Strevens, 1988) and “all decisions as to content 
and method are based on learners’ reason for learning” (Hutchinson & Waters, 1987, 
p. 19). Therefore, needs analysis (NA) plays an important role in designing and 
carrying out any ESP courses. NA came into existence in the 1920s (R. West, 1997). 
It became a very popular term in ESP during the 1970s and the early 1980s 
(Pranckevičiūtė & Zajankauskaite, 2012; Ruiz-Garrido & Fortanet-Gómez, 2009) 
when the learners’ purposes (rather than specialist language) were seen as “the 
essential driving force behind ESP” (Pranckevičiūtė & Zajankauskaite, 2012, p. 117). 
NA is the first step in course design, and it provides relevance for all course 
design activities. In other words, it is based on a NA that all other decisions are or 
should be made on (Belcher, 2006; Dudley-Evans & St John, 1998; Pranckevičiūtė & 
Zajankauskaite, 2012). As “the corner stone of ESP”, NA leads to a very focused 
course (Dudley-Evans & St John, 1998, p. 122).  
Also, NA can be used to revise and improve existing foreign language 
curricula (Van Hest & Oud-de-Glas, 1990) or to develop national or local foreign 
language policy (Huhta, 2010). Furthermore, NA is useful in defining teaching 
objectives and building in-company foreign language teaching programs, and 
building the relation between foreign language skills and trading performance 
requirements or drawing up study programs in this area (Van Hest & Oud-de-Glas, 
1990). NA has developed over time and has become a more complex task.  
To carry out the process of needs analysis, it is necessary to identify which 
kinds of needs require investigation and which approach to needs analysis is 
appropriate. The next sections will describe needs analysis approaches in ESP. 
Needs analysis approaches 
Different approaches to needs analysis have been developed by different 
scholars, including  R. West (1998), Jordan (1997), P. C. Robinson (1991), Swales 
(1990), Chambers (1980), and Munby (1978). Although all of them aim at meeting 
the learner’s needs in the process of learning a second language, no single approach 
to needs analysis can be a reliable indicator of what is necessary to improve learning 
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(Songhori, 2008). Dudley-Evans and St John (1998) summarise all the approaches to 
needs analysis in ESP as the following: 
• Environmental situation – information about the situation in which 
the course will be run (means analysis);  
• Personal information about learners – factors which may affect the 
way they learn (wants, means, subjective needs);  
• Language information about learners – what their current skills and 
language use are (present situation analysis);  
• Learners’ lacks – the gap between the present situation and 
professional information about learners;  
• Learners’ needs from course – what is wanted from the course 
(short-term needs);  
• Language learning needs – effective ways of learning the skills and 
language determined by lacks;  
• Professional information about learners – the tasks and activities 
English learners are/will be using English for (Target Situation 
Analysis and objective needs);  
• How to communicate in the target situation – knowledge of how 
language and skills are used in the target situation (register analysis, 
discourse analysis, genre analysis).  
                                     (Dudley-Evans & St John, 1998, p. 125) 
Those needs analysis approaches are illustrated in Songhori’s (2008) jigsaw. 
Songhori considers all the factors needed to be explored above are “not exclusive but 
complementary” (p.21). The key features of Songhori’s (2008, p. 22) jigsaw model 
of needs analyses can be summarised as follows:  
• Target Situation Analysis: Includes objective and product-oriented 
needs; 
• Strategy or Learning Needs Analysis: Includes subjective and 
process-oriented needs; 
• Present Situation Analysis: Estimates strengths and weaknesses in 
language, skill, learning experience; 
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• Means Analysis: The environment in which the course will be run; 
• Register Analysis: Focuses on vocabulary and grammar of the text; 
• Deficiency Analysis: Considers learners’ present needs and wants; 
• Discourse Analysis: Investigates how sentences combine into 
discourse; 
• Genre Analysis: Focuses on the regularities of structures that 
distinguishes one type of text from another. 
Target situation needs analysis  
• Munby’s (1978) model of NA 
As discussed above, there have been many approaches to needs analysis. 
Target situation needs analysis (TSNA) has been known as an approach focusing on 
identifying learners' real world communicative requirements. Thanks to TSNA, 
courses can be designed to reflect these demands and equip learners with 
professional communication skills necessary in their future workplaces. 
Munby (1978) is known as the most influential NA scholar in this type. 
Target situations that aim at communicative competence can be recognised through 
Munby’s model (Jordan, 1997; R. West, 1994). Munby’s model includes three main 
parts: Participant, Communicative Needs Processor (CNP) and Profiles of Needs, as 
shown in Figure 2.3: 
 
Figure 2.3. Munby's (1978) model of needs analysis. 
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This model begins with the Participant, and information about the learner will 
be collected, including his or her language, identity markers (such as gender, 
nationality, and age), present needs of target language, level of needs and other 
known languages. The participant’s information is fed into the CNP at the centre of 
Munby’s model. In the CNP, specific communication needs are investigated 
according to stylistic and sociocultural variables (eight parameters) to create a profile 
of needs. In other words, the needs profile is developed through processing the data 
in the CNP. That profile of needs is a list of what the learner will be required to do 
with the language in their future workplace. It can be seen that the CNP is the most 
important step that has been mentioned by other NA researchers.  
The eight parameters used to process data in the CNP by Munby (1978) are: 
• Purposive domain: the type of ESP and purposes for the use 
of the target language when the course ends.  
• Setting: physical settings including time and location in which 
the target learner will use English and psychological settings 
regarding the different environment where the learner will use 
English.  
• Interaction: identifying the learner’s interlocutors and 
predicting the relationship between them.  
• Instrumentality: the mode, medium, and channel of 
communication in which the language is used. For example, the 
language can be used in forms of dialogue, monologue, or 
others; in forms of being spoken, written or both; and in forms 
of face-to-face, print or others. 
• Dialect: dialects of English the participant requires, for 
instance British English, American English or other dialects. 
• Communicative event: activities that the participant does with 
the language such as attending meeting, seminars, conferences 
or others.  
• Communicative key: manners (formal or informal) in which 
communication happens.  
• Target level: the level of language proficiency when the 
course ends and different skills may be different. 
Although Munby’s model provides many details, it still has some 
shortcomings. It is considered to be impractical, time-consuming, inflexible, and 
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complex (R. West, 1994). This model does not include needs related to human 
variables, i.e., it “collects data about the learner rather than from the learner” (R. 
West, 1994, p. 4). Munby’s model considers only the viewpoint of the needs analyst, 
but not the viewpoints of others, such as learners, employers, teachers, institutions, 
etc. Hutchinson and Waters (1987) also argue that it takes too much time to have a 
target profile based on Munby’s model. Another limitation of this model is that it 
only deals with the learner’s communication needs and does not propose how to turn 
these needs into the process of syllabus design. “It has no reference to logistical, 
administrative, motivational, pedagogical or procedural consideration” (Huhta et al., 
2013, p. 4). In spite of those criticisms, sociolinguistic variables still have important 
values for successful communication. 
• Huhta, Vogt, and Tulkki’s (2013) model of NA 
Given that ESP is evidence-based, Huhta et al. (2013) suggest that designing 
ESP courses and materials requires “a solid knowledge base that responds to the 
needs of the learners” to ensure reliable results (Huhta et al., 2013, p. 36). 
Accordingly, they claim that an evidence-based NA or a task-based NA with insights 
from multiple perspectives would provide such knowledge. Thanks to this approach, 
the ESP teacher can have a deep understanding of the professional context. 
Moreover, multiple perspectives from a holistic, task-based NA can also provide a 
detailed description of communicative events that are needed to design courses and 
on which teaching and learning activities are built. 
            Like Munby’s (1978) model, Huhta et al.’s (2013) task-based analysis also 
targets “modern participant-focused, collaborative, process-based communication 
needs analysis and pedagogy [t]hat Munby attempted for the product-based, 
designer-focused, top-down paradigm of the 1970s” (p.4). However, they argue that 
their new model is more successful as they can avoid the limitations in Munby’s 
(1978) model by focusing on the actual professional purposes of the learner – 
potentially working in a multilingual and multicultural working environment. Huhta 
et al. (2013) focus on the sociological investigations of professional communication 
at a workplace level rather than linguistic descriptions of the language. Furthermore, 
they also suggest guidelines for course design based on the profile of professional 
needs. This approach is considered to be innovative, but also consistent with the 
common tendencies of developments in Language for Specific Purposes (LSP) since 
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Munby as it is “a focus on discourse, genres and communicative events and a more 
collaborative, bottom-up, socially engaged approach to needs analysis and course 
design” (Huhta et al., 2013, p. 4). 
In the words of Huhta et al. (2013), the practices and theory of discourse 
analysis in which texts are analysed at a level beyond the sentence have changed. 
Discourse analysis and genre analysis and their practices have had much influence on 
LSP. Text-type or genre is now a typical characteristic of syllabus specifications. In 
discourse analysis, Huhta et al. (2013) consider that the practitioner must pay 
attention to not only the whole text but also many other issues at the macro-level: 
The move to an examination of language beyond the sentence has had 
possibly unforeseen but far-reaching consequences. Analysis of the whole 
text inevitably involves not simply the text as an isolated artefact but also the 
user of the text and the uses to which the text is put. This has resulted in 
practitioner-researcher attention being turned to macro-issues such as power 
and empowerment, …identity, … group membership, … and other 
considerations of what it means to be able to use language effectively in a 
whole variety of social, cultural, economic, political, professional, personal 
and institutional contexts. (p.4) 
With the discussion above, it can be seen that “language learning for 
professional communication embodies a much greater awareness of its own far-
reaching complexity than might have been imagined in the days when the teaching of 
scientific language first separated itself from general language teaching” (Huhta et 
al., 2013, p. 5). Outsider text analysis is, therefore, not enough and can cause 
mistakes in interpretation. This is why a collaborative analysis is called for. 
When discussing genres, Huhta et al. (2013) also agree with Orlikowski and 
Yates (1994). According to Orlikowski and Yates, the ‘genre repertoire’ of a 
company may be understood as a ‘genre collection’ or ‘genre set’. Genres can be 
recognised in company contexts by looking at their purpose, form or both. Also, 
looking at ‘genre overlap’ can help to differentiate the communicative practices in a 
company. The two scholars consider that genres are dynamic and changeable. Genre 
variation and overlap should thus be taken into account regarding the key notions of 
‘intertextuality’ and ‘interdiscursivity’ at workplaces where communication events 
are profoundly interconnected. Therefore, Huhta et al. (2013) argue that texts should 
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be analysed in the entire context and analysing communication in context must 
include “multiple overlapping and often competing perspectives” (p.6). 
According to Huhta et al. (2013), insider knowledge plays a crucial role in 
understanding what kinds of communication happen and their consequences in the 
workplace. Traditional NA will not work successfully because of the complexity of 
language use, individual aspirations, competing discourses, cultural differences and 
other factors in the workplace. A holistic NA is necessary at this point.  
The holistic task-based NA not only takes the individual into consideration, 
but also considers the individual as part of diverse networks. It identifies and deals 
with the requirements of the progressively complicated discourse world of the 
modern workplace to create and foster necessary competences in professional 
communication in the workplace. Huhta et al. (2013) consider that thanks to the task-
based NA, more knowledge about workplace communication has been obtained. This 
approach focuses on tasks, which are the key elements of NA and can create a thick 
description of workplace communication (Long, 2005).  
Considering tasks as the primary elements of NA, this approach of task-based 
NA is different from the first generation NA which focused on notions and functions 
and the four language macro skills of listening, speaking, reading and writing 
(Brindley, 1989; Dudley-Evans & St John, 1998; P. C. Robinson, 1991). Task-based 
NA is considered “second generation needs analysis” (Huhta et al., 2013, p. 14). 
Huhta et al. (2013) confirm that the second generation of NA concerns not only the 
individual, but also how he or she “interacts in the contexts and situations of his or 
her field of action” (p.15).  
Informants involving in a task-based needs analysis 
To investigate professional communication needs in the workplace (meso-
level of learners’ needs), Huhta et al. (2013) advocate for “multiple sources and 
viewpoints” (p.26) to avoid bias in understanding language and communication 
needs (Huhta, 2010). Data collected from different sources can ensure a rich and 
deep description of the situation, which leads to “a balanced and an evidence-based 
needs inquiry” (p.26). Accordingly, such informants can be “learners themselves, in-
service informants, teachers, graduates of the program concerned, employers 
(managers, foremen and HR departments) and written sources in the field, domain 
experts and applied linguists” (Huhta, 2010, pp. 35-36).  
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However, as mentioned above, the knowledge of insiders is extremely 
important in understanding what kinds of communication happen and their 
consequences in a workplace (Huhta et al., 2013). As Huhta et al. (2013) state: 
“when invited to participate as informants, experts from the professional domain and 
the teachers who instruct them in the foreign language will give the analysis greater 
breadth and depth” (p.26). Professionals who are working in expert positions and are 
operating in the relevant language at work are often excellent informants in NA 
because they have clear understandings of their jobs’ content. These would be 
employees and employers and written sources in the field (Huhta, 2010).  
While ESP teachers may be familiar with their institution’s cultural norms 
and ESP teaching and learning practices, they are still outsiders regarding the 
industry’s disciplinary cultures. Moreover, learners who have experience of ESP 
learning practices are also located in this outsider group (Huhta, 2010). In the words 
of Long (2005), ESP learners cannot usually know exactly what language skills they 
will be expected to have in the workplace since needs is a complex and sensitive 
issue while they are “pre-experience” or “pre-service” (p.26).  
Methods of data collection in task-based needs analysis 
Huhta et al. (2013) confirm that a holistic task-based needs analysis concerns 
not only the individual, but also how he or she “interacts in the contexts and 
situations of his or her field of action” (p.15). Thus Huhta et al. (2013) argue that 
qualitative research methods – for example, personal narratives, and biographical 
accounts or snapshots of routine tasks – are more suitable in this evaluative needs 
analysis approach. Quantitative research methods cannot help in doing “real justice 
to the subtle complexities of stakeholder needs,” although they can be effective tools 
in “testing gaps, looking for discrepancies or taking measurement of specific 
elements within the situation” (p.15). Huhta et al. (2013) also maintain that the 
nature of second-generation needs analysis is evaluative, so it is basically a 
qualitative approach. Qualitative research methods predominantly used for needs 
analysis include questionnaires, surveys, interviews and participant observations 
(Long, 2005). 
Applying task-based needs analysis 
This task-based needs analysis was applied in conducting the CEF 
Professional Profiles Project (Huhta et al., 2013). 
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v The CEF Professional Profiles Project 
This project was funded by the European Commission’s Leonardo Da Vinci 
program, which was developed between 2005 and 2007 with the cooperation of 
Bulgaria, Finland, Germany, Hungary, the Netherlands and Poland. This project 
included “a series of needs analyses for industry and business conducted and 
developed since 1989 in Finnish and European projects” (Huhta, 2010, pp. 90-104). 
The focus in these analyses was on “the objective needs of professional work 
communities, mainly of industry and business but also law, social services and 
healthcare and culture” (Huhta et al., 2013, p. 36).  This project aimed at creating 
professional, field-specific language proficiency profiles, called CEF Professional 
Profiles. 
This project produced profiles in technology, business, health and social care, 
and law. In technology, there are only three profiles of information and 
communications technology, mechanical engineering and structural engineering for 
higher education and two profiles of metalwork and machinery on the secondary 
level. The two profiles of mechanical engineering and structural engineering in 
technology at the higher education level have been developed, documented for 60-70 
hour language courses, and experimented with in Finland (Huhta, 2014).  
Each profile results from a needs analysis carried out “with, on the one hand, 
informant professionals from each of the respective fields and their language teachers 
and, on the other, reference to the task-oriented framework of the CEFR” (Huhta et 
al., 2013, p. 27). The CEF Professional Profile includes six parts labelled A-F, as 
outlined below: 
A. Target profession: specifies the target profession, field, relevant education, 
degrees and specialisations gained and the source of this information. 
B. Occupational information: provides examples of relevant job titles, typical 
organisations that employ such professionals and some typical job descriptions.  
C. Context information: gives an inventory of typical communication situations and 
background information of where these events take place. The persons involved in 
the communication are mentioned as well as the category of the community or 
institution where the communication event takes place. 
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D. The most frequent situations: goes deeper into 3-5 situations by describing the 
situation, its location, persons present, and gives an assessment of what is essential 
for this communication to be successful.  
E. The most demanding situations: goes into 3-5 situations more deeply and 
describes the participants, the location, the stages of the event and what makes the 
situation demanding from the interviewee’s point of view.  
F. Snapshot: gives a story (or many stories) of the working life of a professional. It 
may be a story of a working day from beginning to end or stories of events where the 
foreign language is needed.  
The first part presents an overview of the professional domain. Each of the 
remaining parts provides more detailed information about professional language and 
communication in the field. The CEF Professional Profiles proved to be effective in 
ESP teaching and learning in a pilot study in a university of applied sciences in 
Helsinki (Huhta, 2007).  
With the discussion above, a holistic, task-based NA suggested by Huhta et 
al. (2013) enables attainment of a deep understanding of workplace communication, 
which contributes to the alignment of ESP education with workplace communication 
demands. The literature review on NA in this section is also useful to the researcher 
in deciding to choose insider informants, such as petroleum engineers and their 
employers in the two petroleum companies in Vietnam, to provide information about 
workplace communication needs. Outsider informants, such as EPE teachers, EPE 
students, and academic administrators, are suitable to give feedback on their EPE 
curriculum at NKU.   
2.2.6 Forms of ESP teaching 
There are two basic forms of ESP teaching: traditional ESP teaching and 
integrated language (ESP) learning (Tarnopolsky, 2013). Traditional ESP teaching, 
the most widely used kind, focuses on learning the language for professional 
communication (P. C. Robinson, 1991). Although the language is being learned in 
combination with the content related to students’ future professions, that content just 
plays the role of the source and background for language forms (e.g., terminology).  
In this form of language-focused ESP, students do not acquire any new professional 
knowledge or skills because the professional content has no learning value.  
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In contrast, the second form, integrated language (ESP) learning involves 
focusing on both the language and content for professional communication. Learning 
language and learning content are integrated so that they can contribute to the 
development of each other (Snow, Met, & Genesee, 1989; Spanos, 1990). That 
integration can be seen in Context-Based Instruction (CBI), Content and Language 
Integrated Learning (CLIL), and Immersion.  
Context-Based Instruction 
In ESL contexts, Context-Based Instruction (CBI) has been considered an 
effective and realistic integrated teaching method because CBI learners can not only 
develop their target language communication skills but also learn new concepts 
through meaningful content (Heo, 2006; Stoller, 2007). Heo (2006) argues that CBI 
also works well in EFL situations because the language education in those contexts 
should be more like ESL situations (p. 29). Therefore, it can be said that CBI can, to 
a certain extent, fit in well with teaching EFL in Vietnam, a non-English-speaking 
country. 
Brinton, Snow, and Wesche (1989) define CBI as an approach based on 
learners’ acquisition of knowledge about both language and a non-linguistic 
discipline(s). In this way, students learn subject content through the instruction of the 
target language, so the language itself and communication skills are learned naturally 
and unconsciously. They do not have any conscious efforts to remember linguistic 
rules or structures (Krashen, 1981). Tarnopolsky (2013, p. 4) says that in order to 
achieve such parallel content and language acquisition, EFL content-based 
instruction classes may be designed as modelling classes on non-linguistic 
disciplines. Typical learning activities in CBI classes are usually ones in which 
students will model, imitate or solve professional tasks in English. For instance, CBI 
students take part in brainstorming, case-studies, project work, discussions, 
simulations, searching for and processing authentic professional sources of 
information in English or listening to shorter or longer lectures in English 
(Tarnopolsky, 2013). The main difference between studying non-linguistic subjects 
in a content-based ESP classroom and an ordinary subject classroom is the language 
of instruction – the target language in the first case and students’ L1 in the second 
one. 
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Leaver and Stryker (1989) discuss CBI’s advantages, which include 
enhancing student motivation, raising students’ linguistic competence and 
confidence, improving L2 proficiency, and developing cultural literacy. They also 
indicate that these advantages make CBI an especially effective approach for adult 
learners. However, some problems need to be taken into consideration by institutions 
when they want to teach CBI. Brinton et al. (1989) note many problems related to 
content-based instruction, such as the demand for teacher education, students’ failure 
to understand text or speech, students’ over-dependence on teachers for 
understanding content, and difficulty in dealing with language items and teaching 
grammar to students. 
Models of CBI 
Brinton et al. (1989) distinguish three CBI models at the university level 
including theme-based language instruction (TBLI), sheltered content instruction 
(SCI) and adjunct language instruction (ALI).  
The first kind of CBI is theme-based language instruction (TBLI). In such 
instruction, the language curriculum is developed based on one or several non-
linguistic curricula in order to promote learning of the target language content 
required for major disciplines. Professional themes and topics are central in this 
model and the language teacher is the person who selects the themes from course 
books. The core unit is “composed of materials from magazines, newspapers, off-air 
television and radio broadcasts, and similar sources, which have been adapted for 
language-teaching purposes” (Brinton et al., 1989, p. 20). Furthermore, in the 
teaching and learning process, theme-based instruction pays special attention to the 
integration of the four language macro skills: listening, reading, speaking, and 
writing for professional purposes.  
The second form of CBI, sheltered content instruction (SCI), is designed to 
support non-native speaking students in English speaking countries who do not have 
enough English language proficiency to learn major subjects with native-speaking 
students. Such SCI separate courses are instructed in English, which is adjusted to 
suit the learners’ level of language proficiency. In the SCI model, understanding the 
content is a necessary condition for language acquisition, so the core curriculum is 
designed based on the content materials, including readings and lectures from the 
non-linguistic subject course.  
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The third model of CBI is adjunct language instruction (ALI) in which 
learners “are enrolled” (Brinton et al., 1989, p. 16) in two linked courses at the same 
time: a language course and a content course. These two courses share the same 
content base and complement each other. In other words, “the language syllabus is 
mapped onto the content curriculum and includes treatment of more general 
academic language skills in addition to content-specific language needs” (Brinton et 
al., 1989, p. 20). While only non-English-speaking students are taught separately in 
the sheltered language course and integrated in the content course in the shelter 
model, both English-speaking and non-English-speaking students attend the adjunct 
classes. 
According to Brinton et al. (1989), these three models enhance learning a 
language and learning subject content that is related to the academic and 
occupational interests of students. Also, they have some more common features such 
as considering the content as “the point of departure or organising principle of the 
course” (p.17), encouraging close cooperation between content and language 
teachers, and using authentic materials and tasks. Brinton et al. (1989) argue that, 
beside some similar features as mentioned above, the three models are also different 
in some ways. If TBI focuses on language and SCI caters more for content, ALI pays 
equal attention to both content and language in terms of “course purposes and 
learning focus, instructional format and instructor responsibility, student population, 
and focus of evaluation” (p.18).  
Because of their differences, these models should be taken into consideration 
when applied in particular language-teaching situations and with particular 
proficiency levels. Brinton et al. (1989) maintain that TBI can be suitable to all levels 
of language proficiency, while SCI and ALI seem to be most appropriate to higher 
level of language proficiency “because of the inherent linguistic and conceptual 
complexity of academic subject matter” (p.20). The SCI model is most suitable for 
intermediate to high intermediate levels and the ALI is most appropriate for high 
intermediate to advanced levels.  
Content and Language Integrated Learning 
Similarly, Content and Language Integrated Learning (CLIL) is defined as a 
dual-focused educational approach (Coyle, Hood, & Marsh, 2010, p. 1) in which the 
teaching of content is done not in, but with and through the target language, rather 
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than the learners’ first language. CLIL is neither language learning nor content 
learning but both.  Language and content are taught in combination and have 
complementary value. While the learners use the language to acquire new knowledge 
and skills, they make progress in both language and content (Banegas, 2012; 
Christiane & Ute, 2013; Coyle, Holmes, & King, 2009; Coyle et al., 2010; Dalton-
Puffer & Smit, 2013; Darn, 2006; Muñoz, 2007). It can be said that CLIL is a version 
of CBI used in European countries. However, CLIL tends to be oriented to primary 
and secondary schools (Eurydice, 2006) while CBI is only oriented at ESP and adult 
education (Tarnopolsky, 2013).  
Immersion 
Walker and Tedick (2000) define immersion as an approach focusing on 
foreign language learning integrated with teaching other professional subjects in 
order to give students the best means of acquiring their target language for 
professional communication. Such programs are always taught not in ESP language 
classes but in classes of non-linguistic academic disciplines. 
Sheltered or structural immersion is the lowest level and the simplest form of 
immersion (Mora, 2004). Students’ L1 is used permanently but in a limited way in 
the English immersion classroom. For example, lectures in the academic course teach 
in students’ L1 but at the end of the lesson, the lecturer must summarise and review 
them in English. Besides, practical classes, seminars, all tests or papers for students 
have to be done mostly in English. Another version of sheltered immersion is 
sheltered content instruction (discussed above) which means teaching major 
disciplines in a kind of English adapted to the students’ level of the language. 
The other ‘softer’ form of immersion is partial immersion, which requires a 
higher level of difficulty in immersion teaching and learning. Students’ L1 is 
temporarily used to deliver lectures of an academic discipline at the beginning of the 
course, but gradually those lectures are delivered in English only, thus replacing 
partial immersion with total immersion. 
Total immersion is the deepest form of immersion. In total English 
immersion, the level of students’ proficiency in English is expected to be high 
enough, at least B2 and often C1, according to the Common European framework of 
reference (Council of Europe, 2001). Moreover, that high level of command of 
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English should embrace not only (and not so much) General English but English for 
professional communication as well (Tarnopolsky, 2013, p. 8). 
The integration of teaching content and teaching has been shown to be 
successful through measurement of learning outcomes (R. K. Johnson & Swain, 
1997; Rehorick & Edwards, 1994). This success has led to calls for the use of 
integrated learning instead of traditional language-focused ESP teaching. Bicknell 
(2009), for example, raised the question of why Business English should still be 
taught traditionally when CLIL can do it much better. However, whether ESP 
courses should be taught totally with integrated ESP learning (not with language-
focused traditional ESP teaching) or not depends on the needs and profiles of ESP 
learners because of ESP’s focus on learners’ needs, as mentioned above.  
Based on the characteristics of students studying in ESP courses in Ukraine, 
Tarnopolsky (2013) suggests that both traditional and integrated ESP teaching should 
be applied for these students according to the following suggested sequence: 
traditional language-focused ESP training (a language course) for the first year of 
university study → theme-based instruction (a language course) for the second year 
→ sheltered immersion (a course on a non-linguistic discipline) for the third year → 
partial immersion (a course on a non-linguistic discipline) for the fourth year → total 
immersion (a course on a non-linguistic discipline) for the last year. 
Tarnopolsky (2013) maintains that in the first year of study, most Ukrainian 
university students do not have many clear ideas about their future profession. They 
may find it too challenging to learn both content and language in combination 
because of difficulties experienced in professional content along with difficulties in 
language.  The combination makes the burden on a student too heavy to achieve 
successful learning outcomes. Moreover, Ukrainian first-year students, like students 
in other non-English-speaking countries, have a limited English language ability that 
is not good enough for integrated learning, which presupposes the shift in focus from 
language to content.  
So at the beginning of their ESP course, Ukrainian students need language-
focused learning to increase their consciousness as to ESP language peculiarities and 
to remove the shortcomings left over from learning English at high schools. 
Tarnopolsky (2013) argues that a traditional language-focused ESP course such as 
that developed by P. C. Robinson (1991) and outlined above can be a useful choice 
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for first-year university students. Such a course might be a preparatory integrated 
ESP course or a buffer course between high schools’ General English courses and 
universities’ integrated ESP courses. In this course, students can better their English, 
realise some basic linguistic characteristics of their particular target kind of ESP, and 
have some fundamental ideas about the content matter of their future specialty. 
According to Tarnopolsky and Vysselko (2014), students can achieve a B1 ESP level 
easily without facing too many or too large difficulties in linguistic and content 
concerns in their language studies. 
Tarnopolsky (2013) argues that a traditional language-focused ESP course 
should be followed by a simple integrated-learning approach like Content-Based 
Instruction (CBI). It is necessary to have a step-by-step shift from only focusing on 
language to focusing both on language and content to assure the gradual increase to 
total immersion. According to Tarnopolsky (2013), TBLI, the simplest form of CBI, 
is the most suitable form of CBI to be used right after a traditional language-focused 
ESP course. If the traditional language-focused ESP course is taught in the first year 
of students’ university studies, TBI can be started in the second year. Tarnopolsky 
(2013) considers that this arrangement is reasonable since a theme-based instruction 
course pays much attention to the integration and a slight focus shift from language 
to content, like developing the four basic language skills as mentioned above. This 
focus on language and content makes theme-based instruction a natural continuation 
of language-dominated traditional ESP teaching in the continuum of a gradual 
advance towards the most sophisticated forms of integrated ESP learning in the 
conditions under consideration. 
In ESP language classes, both traditional language-focused ESP teaching and 
content-based instruction (theme-based language instruction) are considered two 
continuous steps to prepare students for the introduction of English immersion in 
classes on non-linguistic disciplines. However, Tarnopolsky (2013) argues that 
students may not be sufficiently prepared for total immersion linguistically and 
psychologically even after two preparatory courses. They might be psychologically 
shocked to be ‘immersed’ into a linguistically unsupportive classroom in an 
academic/professional discipline taught in English only, without taking any account 
of their real command of it (p.8). Regarding their language proficiency for 
professional communication, they can achieve only B2, rarely C1 (level of English 
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according to the Common European Framework of Languages) as required for total 
immersion (Tarnopolsky et al., 2008).  
Tarnopolsky (2013) assumes that in this case, even if additional ESP classes, 
like ALI as mentioned above, are used right after the two preceding courses, the 
approach cannot work effectively. This is because in non-English-speaking countries, 
such standard linguistically and psychologically supportive environments of 
language classrooms cannot prepare students for the “harsh realities” of classrooms 
in non-linguistic subjects taught in English only (p.7). Therefore, he considers that 
the solution to this situation can be the ‘softer’ forms of immersion, including 
sheltered/structural immersion and partial immersion. These two models should be 
used after the two preparatory courses and before total immersion. They are not 
standard language classes and can prepare students psychologically for total 
immersion. Tarnopolsky (2013) confirms that it is possible to introduce English total 
immersion programs as the ultimate form of integrated ESP learning in Ukraine, 
where a great number of students enter their first year of university studies with a 
poor command of English and with a vague idea about their future specialties.  
This section has presented an overview of forms of ESP teaching including 
traditional ESP teaching and integrated language (ESP) teaching including CBI, 
CLIL and immersion, and especially a mixed approach suggested by Tarnopolsky 
(2013). While the traditional ESP teaching approach focuses on teaching language 
knowledge, the integrated language teaching approaches pay attention to developing 
both the language and content related to learners’ future professions. Both 
approaches are evolved from the traditional view of ESP teaching, which focuses on 
developing language knowledge rather than knowledge specific to workplace 
communication contexts. As a means of focusing primarily on professional 
knowledge, Huhta et al (2013) argue that there is benefit in the Common European 
Framework Professional Profiles, which are introduced in the following section. 
Applying CEF Professional Profiles in ESP teaching and learning 
Based on a modern view of ESP teaching and learning, which focuses on 
developing language and communication knowledge needed for professional 
communication, Huhta et al. (2013) suggest applying the CEF Professional Profiles 
as a new approach in ESP teaching and learning. These profiles were developed from 
a holistic, task-based needs analysis, as described in Section 2.2.4. Huhta et al. 
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(2013) claim that the CEF Professional Profiles can serve as a solid practical 
foundation for curriculum design in the secondary occupational education and 
tertiary schooling sectors and as a basis for effective language courses in certain 
fields. These profiles are particularly useful for designing an ESP course, as Huhta et 
al. (2013, p. 27) argue:  
It is a commonplace in the ESP teaching context in particular that the 
number of classroom contact hours for a course as well as the availability of 
the learners themselves are often very limited. It is therefore essential for the 
ESP courses to be designed with this economy of time in mind, and so 
language courses must focus very tightly on the specific learning needs of 
the respective target group of learners. (p.27) 
This new ESP teaching approach was piloted successfully by Huhta (2007), 
who used The profile of Mechanical Engineering in preparing her engineering 
students for their future workplace communication in a university of applied sciences 
in Helsinki, Finland. The pilot course English for Industry and Business was the only 
obligatory English course for engineering students during their four-year bachelor 
degree course. This course happened in the third year of their engineering studies 
after these students had some prior knowledge of communication at work through 
their trainee period. The pre-required language level for this course was 
approximately level B2 or a corresponding amount of studies. This pilot course 
lasted 54 contact hours of 45 minutes (4.5 credit points), which resulted in four hours 
a week of contact for one term. 
After the pilot course, there was much good feedback from students and the 
instructor on the effectiveness of the course. The profile of situations made students 
concentrate on the relevant areas and increased the students’ professional identity: 
The profile helped the students to see themselves not only as assembly 
workers (based on their experience), but in challenging activities with other 
experts in the field. … the profile helped students to identify themselves 
better in the expert role and thus gain more confidence in speaking.  When 
asked about expectations for the course, a student replied to gain more 
confidence in speaking English. (Huhta, 2007, p. 6) 
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With the profile of professional situations, the teacher could give more 
realistic and simplified tasks for students to do. She thought the course was very 
important for her students’ careers (Huhta, 2007). 
Applying CEF Professional Profiles in ESP teaching and learning is a key 
reference source in the present study in choosing an effective approach to teaching 
and learning English for Petroleum Engineering at NKU. This seems to be the most 
effective approach in an ESP course, which usually faces problems such as time 
limitations or ESP teachers’ lack of specialised knowledge in ESP teaching and 
learning. 
2.2.7 Problems in ESP 
The literature also reveals that the disconnect between ESP courses and 
workplace communication needs is caused by problems related to ESP learners, ESP 
teachers, and others issues like materials, class size, time allocation and needs 
analysis. 
Learner-Related Problems  
The literature reveals that problems in ESP teaching and learning can come 
from learners, such as problems of heterogeneity in language proficiency, low levels 
of general proficiency, lack of motivation and passive learning style (Barron, 1992; 
Boniadi, Ghojazadeh, & Rahmatvand, 2013; Hayati, 2008; Moattarian & Tahririan, 
2014; V. K. Nguyen, 2015; J. K. Robinson, 2013; J. Zhang, 2011). 
• Learners’ heterogeneity in English language proficiency 
First, the level of English language proficiency of ESP students varies within 
the same class, which results in serious difficulties for ESP teachers to teach and for 
the students to learn successfully (Moattarian & Tahririan, 2014; V. K. Nguyen, 
2015). Moattarian and Tahririan (2014) consider that the content of an ESP 
curriculum must be relevant to the ESP students’ academic and occupational 
environment. However, due to students’ heterogeneity in language proficiency, the 
ESP teachers may find it difficult to have a relevant curriculum in terms of content, 
teaching and learning materials, teaching activities, or methodology for their students 
of all levels of language proficiency. For example, a reading task that is suitable for 
low-level students quickly becomes boring to better students. In contrast, a more 
challenging reading task for better students may become a nightmare for the low-
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level ones. This may result in demotivation of ESP students in their learning. 
Discrepancies in English language proficiency are also found among Vietnam ESP 
students because of “an unequal access in language education between rural and 
urban areas in Vietnam” (V. K. Nguyen, 2015, p. 228). 
• Learners’ low level of general English proficiency 
Another issue in ESP classes is students’ low level of General English 
proficiency when they start the ESP courses (Moattarian & Tahririan, 2014; V. K. 
Nguyen, 2015).  Although most of the Vietnamese ESP students have learnt English 
from Grade 2 in primary school, they cannot attain a satisfactory level of English 
proficiency when they start ESP classes. Most of them cannot listen to and speak 
English at the beginning of the ESP course. V. K. Nguyen (2015) blames this 
problem on the traditional teacher-centered approach in Vietnamese secondary 
schools, and the teaching focus on grammar, writing and reading in high schools. 
Moreover, V. K. Nguyen (2015) also found that two previous courses of General 
English also fail to provide these students with a solid background to attain 
immediate levels as required to start ESP courses. 
Learners’ low levels of general proficiency impede a variety of effective 
teaching activities in ESP classes (Fard-Kashani, Jahromi, Javadi, & Fallahi, 2015; 
Moattarian & Tahririan, 2014; V. K. Nguyen, 2015). Instead, the ESP teachers focus 
on general English rather than ESP. Even worse, to help the low-level students to 
understand their lessons, the ESP teachers tend to narrow language teaching 
techniques to translation. In Moattarian and Tahririan’s (2014) study, the ESP 
teachers considered that they usually employed their L1 as the language of 
instruction in their classes to ensure their students’ understanding of what they said. 
Moreover, due to their students’ low level of language proficiency, these teachers’ 
dominant instructional activities are reading passages aloud, and translating them.  
• Lack of motivation  
Another important problem coming from the ESP students is their lack of 
motivation (Fard-Kashani et al., 2015; Mazdayasna & Tahririan, 2008; Moattarian & 
Tahririan, 2014; V. K. Nguyen, 2015).  It is considered that this problem is caused by 
the fact that ESP courses are more exam-oriented than needs-oriented (Hassrati, 
2005; Mazdayasna & Tahririan, 2008). These courses focus on vocabulary and 
grammar, not learners’ needs, which results in learners’ demotivation in learning 
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since they cannot see the instant results of the courses (Hassrati, 2005). V. K. 
Nguyen (2015) argues that ESP classes in Vietnam also focus on introducing 
terminology and translation, which cannot ensure that the course can help the 
students to be able to use the language for communication purposes. This approach 
ignores learners’ communication needs and makes them become demotivated in 
learning (V. K. Nguyen, 2015).  
• Learners’ passive learning style 
Learners’ passive learning style is considered another issue in ESP classes 
(Ghobain, 2016; T. T. H. Nguyen & Pham, 2016; V. K. Nguyen, 2015). In 
Vietnamese ESP contexts, it is considered that the root of this issue can be traced 
back to the teacher-centered approach in foreign language education in secondary 
and high schools (T. T. H. Nguyen & Pham, 2016). The situation of students’ passive 
learning becomes more serious due to the exam-oriented approach in ESP classes, as 
mentioned above (V. K. Nguyen, 2015). Ghobain (2016) also points out that the 
teacher-centeredness in ESP classes results in Saudi students’ passive learning style. 
Teacher-related problems 
Besides learner-related problems, ESP teaching and learning also face 
challenges related to ESP teachers, such as teachers lacking the necessary knowledge 
and suffering from excessive workloads. 
• Lack of necessary knowledge 
According to Hutchinson and Waters (1987), an ESP teacher is required to 
have more knowledge and responsibilities than a language teacher. In addition to 
teaching, ESP teachers are given more crucial responsibilities, which indicates a need 
for qualified ESP teachers. Accordingly, there should be ESP teacher training 
programs to ensure that ESP teachers can fully understand the concepts of ESP 
teaching and learning, which can support them in designing, implementing, and 
teaching the ESP courses and even redressing the dilemmas in existing ESP curricula 
(Moattarian & Tahririan, 2014). However, the literature review reveals that most 
ESP teachers have not been equipped adequately with concepts of ESP teaching 
(Chen, 2011; Moattarian & Tahririan, 2014).  
Lack of a solid theoretical basis in ESP teaching also leads to the confusion 
of ESP teaching objectives. Some ESP teachers consider that ESP focuses on 
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teaching specialist knowledge rather than language skills while others think that 
teaching language skills is the main focus in teaching ESP (V. K. Nguyen, 2015). 
This confusion results in imbalance in language learning and subject learning (J. 
Zhang, 2011). Tabatabaei (2008) also argues that the time given for an ESP course is 
usually inadequate to include both teaching language skills and subject knowledge. 
Without full understanding of ESP teaching, ESP teachers are sometimes limited in 
teaching General English (Andriani, 2014). 
In addition to lack of ESP teaching knowledge, ESP teachers face other 
challenges in teaching ESP courses. ESP teachers are expected to be knowledgeable 
enough in both subject and language (Moattarian & Tahririan, 2014). Therefore, 
challenges usually come to ESP (subject) teachers with limited knowledge of 
language teaching skills and ESP (language) teachers with insufficient knowledge of 
the students’ subject specific matters (Moattarian & Tahririan, 2014; V. K. Nguyen, 
2015; Wu & Badger, 2009). For example, ESP language teachers often lack the 
specialist subject knowledge that is necessary to deeply understand target materials 
related to specific situations (Anthony, 2007). Moreover, they “face a challenge to 
convey high quality specialist content knowledge in a wider context” (Pranckevičiūtė 
& Zajankauskaite, 2012, p. 120). In addition, little specialist subject knowledge 
makes ESP language teachers face difficulties in their other responsibilities: 
designing syllabuses, developing teaching materials and evaluation. For example, 
when designing a topic syllabus in the specific area, they do not know which topics 
should be included in the syllabus. They also find it difficult to put the topics in the 
most suitable order (Helsvig, 2010). Furthermore, Helsvig (2010) points out that ESP 
language teachers also have trouble in selecting and adapting texts when they have 
limited content knowledge. They cannot decide by themselves how to adapt texts so 
that the texts are used the most effectively. The texts cannot be too difficult because 
the language teachers and the students do not have high levels of professional 
knowledge. On the other hand, the texts must not be too non-specialist because some 
learners are confident in their professional knowledge and will undervalue texts that 
are too easy for them. Therefore, the texts should contain some challenges that can 
activate the professional knowledge of the students in order to avoid such de-
motivation. 
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ESP subject teachers also have difficulties in making appropriate decisions in 
choosing teaching materials and activities, designing syllabuses, and evaluation. 
Moreover, these ESP teachers face further problems regarding language teaching 
methodology due to their lack of language teaching knowledge and experience 
(Aiguo, 2007; Wu & Badger, 2009). Aiguo (2007) considers that Chinese ESP 
teachers (usually subject experts) tend to apply a grammar-translation approach in 
their ESP teaching, in which they focus on analysing the grammar structures of 
English sentences and then translating them into Chinese.  
One good solution to the problems for ESP teachers as mentioned above is 
team teaching (Pranckevičiūtė & Zajankauskaite, 2012; P. C. Robinson, 1991). There 
are two basic types of team teaching in ESP courses. For the first kind, the two 
teachers discuss the lesson plans before teaching any lessons and the language 
teacher will conduct the lessons in the classroom. It is useful if English language and 
specialist subject teachers sit together to work out what is necessary for a specific 
group of occupations regarding the content, skills and materials, according to 
Dudley-Evans and St John (1998). The second basic type of team teaching in ESP 
courses is when two teachers work together in a classroom. According to Robinson 
(1991), the interaction between the two lecturers makes students more involved in 
their learning, and more confident in raising questions and joining discussions.  
However, in team teaching, many language teachers feel unconfident about 
their subject knowledge and “become overly sensitive to the views of specialist 
subject teachers regarding the course design, materials, and in-class activities” 
(Anthony, 2007, p. 1). The English teachers begin believing what the subject 
teachers say. This may lead to subject teachers monopolising decisions (Swales, 
1990). Also, in many cases, team teaching is impractical due to institutional politics, 
different expectations, time constraints (Barron, 1992) or financial issues regarding 
paying two teachers to teach the same class. V. K. Nguyen (2015) considers that 
team teaching remains unachievable in Vietnam since ESP courses have recently 
been taught only to English-major students in language institutions. Moreover, “no 
mechanism has been developed to enable and monitor such collaboration in 
Vietnam” (V. K. Nguyen, 2015, p. 228).  
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• Excessive workload 
Another problem in ESP practice that Vietnamese ESP teachers are facing is 
excessive workload (V. K. Nguyen, 2015). This issue becomes more serious for 
novice ESP teachers without ESP experience and knowledge (Ghanbari & Rasekh, 
2012). The fact that ESP is not an independent subject is identified as a cause of 
excessive workload for ESP practitioners (Ghanbari & Rasekh, 2012; Labassi, 2010). 
ESP in Vietnam is taught as a part of the English language curriculum at tertiary 
levels. Therefore, ESP teachers are usually required to spend time and effort to be in 
charge of both ESP courses and General English courses (in the case of English 
language teachers teaching ESP) and subject courses (in the case of subject teachers 
teaching ESP). Even more time and effort are required for ESP teaching than other 
English language courses because Vietnamese ESP teachers are not equipped with 
theoretical and practical knowledge about ESP teaching. There has been no English 
teacher education Vietnam. 
Other issues  
• Large size of ESP classes 
In addition to challenges coming from teachers and learners, other issues in 
ESP practice include large ESP class sizes, the lack of teaching and learning 
materials, out-of-date textbooks, the limited time allotted for ESP courses and 
inappropriate needs analyses. Firstly, ESP classes are usually crowded, which results 
in teaching constraints (Boniadi et al., 2013; Moattarian & Tahririan, 2014; V. K. 
Nguyen, 2015). Like other language classes, ESP classes in Vietnam usually include 
up to 60 students or more (V. K. Nguyen, 2015). In such a large classroom, it is 
difficult for the ESP teachers to attend to class management and the needs of all 
students.  
• Out of date materials 
Secondly, another issue in ESP practice is related to materials. Most ESP 
teaching materials are usually out of date, unsuitable and boring (Moattarian & 
Tahririan, 2014). In order to improve this, ESP teachers in Iran tried to use other 
sources like articles from academic journals or reference books (Moattarian & 
Tahririan, 2014). However, these sources were specifically designed for academic 
purposes rather than for occupational purposes, so they were not suitable materials in 
teaching ESP. This issue is also found in Vietnamese ESP classes, where most 
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textbooks are out of date (T. T. H. Nguyen & Pham, 2016; V. K. Nguyen, 2015; 
Utsumi & Doan, 2010). Vietnamese universities are permitted to choose their own 
ESP materials by adopting commercial course books or by composing their teaching 
materials. However, Vietnamese ESP teachers also have difficulties in preparing 
teaching materials due to their specialist knowledge limitations. It is suggested that in 
order to build a successful ESP course that meets learners’ specific needs, materials 
should be tailored for these ESP learners (Moattarian & Tahririan, 2014).  
• Time limitation  
Time inadequately allocated for ESP courses is another important issue in 
ESP teaching in Vietnam (T. T. H. Nguyen & Pham, 2016; V. K. Nguyen, 2015). An 
ESP unit in Vietnamese universities usually last for 15 weeks, including up to nine 
class periods each week. Vietnamese students are required to complete two or three 
ESP units before graduation. Such limited time allocated for ESP teaching is 
insufficient to include both content knowledge and language skills in the course. 
Time limitations are even more challenging to ESP practice when an ESP 
course focuses on developing the English communication skills required in the 
workplace (B. Ho, 2011). In Hong Kong, ESP students were expected to learn how 
to handle meetings, conduct oral presentations and write agendas, minutes, 
memorandum reports, letters and technical proposals. These activities were learnt 
over a short period of 13 weeks, which resulted in many problems regarding the 
design of the course, tasks, assignments and the teaching methods (B. Ho, 2011). 
• Inaccurate needs analysis 
In designing an ESP course, needs analysis is considered an indispensable 
step that should be given much attention. However, the literature reveals that many 
ESP curricula are unsuccessful in addressing learners’ specific needs due to 
inappropriate needs analysis (Amirian & Tavakoli, 2009; Atai & Shoja, 2011; R. A. 
Eslami & Simin, 2012; Z. R. Eslami, 2010; Moattarian & Tahririan, 2014). It is 
strongly suggested that an ESP curriculum or syllabus needs to be developed  “based 
on a careful and indepth needs analysis because needs analysis is the cornerstone of 
any ESP course” (Moattarian & Tahririan, 2014, p. 15).  
In sum, ESP practice is facing many problems related to teachers, students, 
materials, time allocation, and needs analysis. Given ESP has been an important 
trend in EFL teaching and learning, addressing these problems is an urgent priority.  
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2.3 SUMMARY OF THE CHAPTER 
Chapter 2 has reviewed the significant literature on which this research is 
formed. The chapter started with a discussion of the origins and development of ESP, 
resulting in different conceptualisations of the term and how it should be best 
conducted in teaching and learning. Foundational literature was drawn upon as well 
as more recent conceptualisations that are context- and communication-oriented 
rather than linguistically-oriented. The chapter detailed the literature on needs 
analysis, delineating different approaches and their methodologies.  Traditional ESP 
teaching, integrated language ESP learning and CEF Professional Profiles in ESP 
teaching and learning were presented. Finally, problems in ESP teaching and 
learning were outlined and linked to aspects observed in the general ESP literature 
and the situation in Vietnam. 
Such knowledge of issues related to ESP teaching and learning supported the 
analysing of data and giving of recommendations in this study. The literature review 
provided a solid background for choosing a suitable theoretical framework for this 
study. The following chapter will discuss theoretical perspectives of the study. 
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Chapter 3: Conceptual Framework of the 
Study 
3.1 INTRODUCTION 
Chapter 2 has reviewed the literature on which the present study is built. This 
chapter presents the theoretical perspectives guiding the investigation of the 
alignment of the EPE curriculum at NKU with the workplace communication needs 
in two joint-venture petroleum companies in Vietnam. The perspectives bring 
together theories of language, language teaching and language learning, workplace 
learning and curriculum development. In fact, these concepts have not been 
traditionally associated with each other.  However, they have many points of synergy 
and are being brought together to afford deeper understandings of the relationships 
between language features, vocationally-located communication, and pedagogical 
considerations, such as curriculum and teaching. The chapter is set out as follows: 
The theories of language, language teaching and learning are discussed in section 
3.2. Section 3.3 describes theories of workplace learning and Section 3.4 discusses 
workplace communication. A brief description of curriculum development theory is 
presented in section 3.5. Figure 3.1 illustrates the conceptual framework that guides 
this chapter.  
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3.2 LANGUAGE LEARNING 
3.2.1 Language, language teaching and language learning 
Language theories provide different understandings of language and are 
divided into four main categories: structural, cognitive, functional, and interactional 
(Lavadenz, 2011).  
Table 3.1 
An overview of language theories (Lavadenz, 2011, p. 21) 
Language theory Definition 
Structural  
Cognitive 
Functional/ communicative 
 
Interactional 
 
Language is equated with its linguistic forms 
Language is a biologically predetermined mental ability 
Language is a tool that is used to accomplish things or for certain 
purposes (i.e., communication) 
Language is a means through which exchanges, performances, 
and human relationships are created and maintained 
 
In structural language theory, language is viewed as constituted by 
interconnected linguistic features such as phonological, lexical, and syntactic 
elements. Accordingly, language learning refers to mastering these elements in terms 
of grammatical units such as sentences, phrases, or clauses; grammatical operations 
such as adding, joining, shifting or transforming elements; phonological units such as 
phonemes; and lexical units such as structure words and function words (Lavadenz, 
2011; Richards & Rodgers, 1998; Richards & Rodgers, 2001). In contrast, cognitive 
linguists, especially Chomsky (1957), regard language as “a biologically 
predetermined mental ability” (Lavadenz, 2011, p. 20). Chomsky considers that 
humans have inborn abilities in creating and using language. Chomsky was also the 
father of the term ‘Language Acquisition Device’ (LAD). According to McNeil 
(1967), LAD includes four internal linguistic features: 
• The ability to distinguish speech sounds from other sounds in 
the environment;  
• The ability to organise linguistic events into various categories 
that can be refined;  
• The ability to recognise that only certain types of linguistic 
structures are possible and others are not; and  
• The ability to evaluate language production to determine 
accuracy of production. (McNeil, 1967, as cited in Lavadenz, 2011, 
p.21) 
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From the properties above, a theory of language learning, Universal Grammar 
(Chomsky, 1957), was formed. In this theory, all languages are considered as having 
the same fundamental principles, but differing according to each language’s own 
rules regarding the structures of sentences, pronunciation, and word orders. 
Accordingly, language teaching involves “the application of innate rules of grammar 
through explicit generation and analysis of new language structures” (Lavadenz, 
2011, p. 21). 
In functional language theories with theorists such as Wilkins (1972), 
Halliday (1975) and Hymes (1974), language is considered as a medium to achieve 
particular purposes in communication (Lavadenz, 2011) or to express functional 
meaning (Richards & Rodgers, 1998; Richards & Rodgers, 2001). Communication is 
language’s fundamental characteristic, which is “the point of intersection between 
functional and communicative language theories” (Lavadenz, 2011, p. 21). The 
communicative language theories also put the emphasis on the communication of 
meaning. Accordingly, “structure becomes the servant of meaning rather than the 
master” (McLean, 1988). In addition, these functional and communicative theories 
symbolise a major historic move from prescribing linguistic forms, such as structural 
and grammatical elements, to describing language’s meaning and functions 
(Lavadenz, 2011; Richards & Rodgers, 1998; Richards & Rodgers, 2001). 
Consequently, communicative language approaches were developed from the 
functional language approaches in the 1970s. Contemporary language teaching and 
learning are greatly influenced by these communicative language theories (Lavadenz, 
2011). 
Interactional language theories regard language as a means to build 
relationships as well as social transaction performances between people (Lavadenz, 
2011; Richards & Rodgers, 1998; Richards & Rodgers, 2001). These interactional 
language views lead to and form the foundation of sociocultural and experiential 
views of learning (Huhta, 2010; Kohonen, 2005). They are applied in language 
teaching classrooms and course books (Lavadenz, 2011).  
Currently, foreign language education focuses on intercultural 
communicative competence where multicultural collaboration is paid special 
attention (Kohonen, 2007). Since the onset of an increasingly globalised world and 
increased workplace mobility, cultural integration has become more important. 
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Intercultural communicative competence includes the ability to engage positively 
with cultural multiplicity in intercultural interaction between people from different 
social and cultural backgrounds (Kohonen, 2007). 
The approach associated with communicative competence is often referred to 
as the communicative approach or communicative language teaching (CLT).  It is 
eclectic and draws on the strengths of other approaches. Overwhelmingly, however, 
its focus is on the provision of teaching that promotes the learning of meaningful 
language. Communicative language teaching is now considered crucial for effective 
language teaching (Lavadenz, 2011). In the following sections, communicative 
competence is discussed, followed by explanations of CLT. 
3.2.2 Communicative competence 
Communicative competence is a term now used widely in the literature of 
language teaching research. According to Hymes (1972), communicative 
competence is the ability to convey and interpret messages and negotiate meanings 
interactively within particular contexts. It means that knowing a language is not only 
knowing the grammatical points of that language but also knowing how to use those 
structures in particular contexts. Ellis and Fotos (1999) consider that communicative 
competence is the knowledge with which language users can understand and express 
their thinking in language. In other words, communicative competence is the ability 
to use language effectively in interaction (Savingon, 2007).  
Along with the concept of communicative competence, there have been 
various models of the construct. Among them, the models of Canale and Swain 
(1981), Bachman and Palmer (1996) and the Common European Framework (CEF) 
are widely used in contemporary research on communicative competence, both 
theoretically and empirically (Bagarić & Djigunović, 2007).  
In Canale and Swain’s (1981) model, communicative competence includes 
lexico-grammatical competence, sociolinguistic competence, strategic competence 
and discourse competence (Figure 3.3).  Grammatical competence refers to 
mastering vocabulary knowledge and knowledge of morphology, syntax, semantics, 
phonetics and orthography. With this competence, the speaker has the necessary 
knowledge and skills to understand and express utterances’ literal meaning. 
Sociolinguistic competence is the ability to produce and use language in different 
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sociocultural and sociolinguistic contexts. Strategic competence involves knowing 
the strategies of verbal and non-verbal interaction. These strategies are essential and 
helpful when communication is unsuccessful due to lack of competence in one or 
more other factors of communicative competence. Discourse competence is 
understood as the ability to combine utterances and sentences into a meaningful 
written text or spoken conversation.  
Communicative competence 
 
Figure 3.2. Canale and Swain’s (1981) model of communicative competence. 
According to Bachman and Palmer (1996), communicative competence 
consists of two main factors – language knowledge and strategic competence. In this 
model, grammatical, sociolinguistic, and discourse competence are embedded in 
language knowledge. However, in the CEF, communicative competence is regarded 
“only in terms of knowledge” (Bagarić & Djigunović, 2007, p. 97) and thus consists 
of three basic factors: language competence, sociolinguistic competence and 
pragmatic competence. Strategic competence is not considered as a component, but 
is perceived as strategy use in the broadest meaning. As Bagarić and Djigunović 
(2007) state: 
[Strategic competence] is …not only … the use of communication strategies 
which can help to overcome the lack in a particular area of language 
knowledge but … the use of all types of communication strategies. As to the 
authors of the CEF, the use of strategies can be compared with the 
application of metacognitive principles (planning, achieving, controlling and 
correcting) on different forms of language activity: reception, interaction, 
production and meditating. (p.100) 
Drawing from the discussions about communicative competence, it can be 
said that a competent language user needs to have both language knowledge and the 
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ability and skill to stimulate that kind of language knowledge in an event of 
communication (Bagarić & Djigunović, 2007). The next section looks at the 
particularities of communicative language teaching and its efforts to address 
communicative competence in the classroom. 
3.2.3 Communicative language teaching 
The theory of communicative competence has resulted in communicative 
language teaching (CLT) (Lavadenz, 2011; Spada, 2007; Ton, 2005). CLT is an 
approach to language teaching that emphasises “the communication of meaning 
rather than the practice of grammatical forms in isolation” (Ngoc & Iwashita, 2012, 
p. 26). CLT targets development of knowledge and skills needed for suitable 
interpretation and use of a language in various communicative situations. In other 
words, in CLT, communication is considered as the fundamental target of language 
learning (Lavadenz, 2011). 
Therefore, CLT concentrates on teaching communicative language notions 
such as quantity, sequence, location, time, and frequency (Spada, 2007). CLT also 
focuses on teaching the social functions of a language (Lavadenz, 2011; Spada, 
2007). For example, at the beginning level, learners are taught how to talk about 
themselves, agree, disagree, refuse, request, express disappointment, tell a story and 
so on. They are also taught how to use conversational gambits, for example for 
expressing opinions or using expressions to change a topic. The social functions of 
the language are developed further at higher levels of instruction (Spada, 2007).   
The most significant feature of CLT is that this way of teaching does not 
emphasise language form, but rather meaning obtained in context. The language is 
taught in the forms of pragmatics, strategy and context. Learners can learn the 
language through communicative activities and games, which motivate them more in 
language learning (Spada, 2007). In Lavadenz’s (2011) words, the learners in CLT 
engage in the tasks that highlight meaningful and learner-centred activities. CLT 
pays much attention to developing all four language macro skills (listening, speaking, 
reading, and writing) and pays little attention to grammar or syntax.  
In the words of Richards and Rodgers (2001), materials used in CLT are 
regarded as a way of affecting “the quality of classroom interaction and language 
use” (p. 168). The materials play a crucial role in fostering communicative language 
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use. The three kinds of materials used in CLT are: text-based, task-based and realia. 
Text-based materials are sometimes in fact written around a generally structural 
syllabus, with slight adjustment to suit the communicative approach. Task-based 
materials are games, simulation, role-plays, and task-based communication activities 
that support CLT classes. Authenticity of materials in CLT is also advocated. 
Authentic materials should be brought to the classroom, such as realia, including 
magazines, signs, and newspapers; graphic and visual sources such as maps, charts, 
graphs, symbols and pictures; or others such as plastic models (Richards & Rodgers, 
2001). The purpose of these materials is to support communicative language 
teaching. With CLT, learning is considered as instantly useful and helpful in settings 
outside the classroom (Spada, 2007). 
In the context of this study with its focus on learning forms of communication 
that are appropriate to workplace situations, it is necessary to turn to theories of 
workplace communication and learning. Theories of workplace learning provide a 
means of understanding the particularities of workplaces and workplace 
communication. The next section discusses workplace learning and how 
communicative competence can be applied through an integrated model that uses 
workplace communication demands as part of the curriculum design of language 
learning programs. 
3.3 WORKPLACE LEARNING 
Workplace learning, also called workplace-based learning, has been studied 
widely in different fields such as adult education, cognitive psychology, situated 
cognition, organisational development, human resource development, feminism, 
work and post-industrial sociology (Garrick & Kirkpatrick, 1998). In adult education, 
workplace learning relates to “reflection-in-action”, “critical reflection”, 
“experiential learning”, “self-directed learning” and “independent learning” (p. 172). 
In this study, it provides a rich and diverse background to draw from to understand 
how it may be productively applied to enhance language learning and communicative 
competence in the workplace. 
Workplace learning refers to the learning that occurs in workplaces to meet 
the requirements for employees in workplaces (Billett, 2005). In Vietnam and 
particularly in the petroleum industry, employees are questioning the current 
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language learning programs taught at universities. Increasingly, global workplace 
learning draws much attention from higher education institutions. This is in order to 
meet the demands created by contemporary economic, political and social pressures 
and the needs for universities to appeal to new markets. Thus, universities 
increasingly focus on preparing students for the workplace. The recognition that 
knowledge and skills are embedded with the context in which such knowledge is 
generated (Lave & Wenger, 1991) has resulted in the development of academic 
subjects and degree programs that are entirely workplace-based in these universities 
(Garrick & Kirkpatrick, 1998). It can be seen that workplaces play a crucial role in 
“individuals’ initial learning and further development of vocational knowledge 
throughout their working lives” (Billett, 2005, p. 31). 
In the workplace, communication is considered as an important issue since 
effective communication has a strong influence on an organisation’s productivity.  
Communication is essential for effective functioning in every part of an 
organisation. Although marketing, production, finance, personnel, and 
maintenance departments may receive direction from corporate goals and 
objectives, communication links them together and facilitates organisational 
success…. Effective communication is so important for organisational 
success. (BOMI  International, 2014) 
Thus, communicative competence is considered one of the key requirements 
for employees at workplaces (Cole, 1994; Darville, 1991; Goldstein, 1994; 
Grünhage-Monetti, Halewijn, & Holland, 2003; McKeag, 1993; Nore, 1990). 
With the recognition of the importance of communicative competence in the 
workplace, many studies have also been conducted into workplace literacy. For 
example, all the employees at all hierarchical levels in most European workplaces 
need to demonstrate communicative competences (Grünhage-Monetti et al., 2003). 
Louhiala-Salminen’s (1996) studies of the language needs of Finnish business 
experts found that most business professionals need English at their workplace 
(90%), with 75% of these people using English daily or weekly, 52% of the time for 
oral skills, and 48% for written skills. In the Thai business context, professionals 
spend more than 80% of their time using English to communicate with other local 
and foreign companies. Speaking and listening skills are considered to be the most 
important language skills in their workplace (Sinhaneti, 1994).  
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Due to the importance of communicative competence in the workplace, it is 
crucial to establish a link between the language needs of people in the workforce and 
the creation of programs to meet those changing needs (Dechesne, 1998; Lynton & 
Elman, 1998; Springer, 1992). However, to have effective workplace language 
programs, the language must be taught in workplace contexts. This is because 
effective language communication requires the language to be used in contexts 
(Armstrong & Ferguson, 2010; Collentine & Freed, 2004; Duranti, 1992; Lakoff, 
1972; Leckie-Tarry, 1995; Xua, Kemenya, Parka, Frattalib, & Brauna, 2005). 
Moreover, language is rarely practiced by individuals alone, but rather must be 
practiced with other individuals in different contexts and times. It is further argued 
that, in workplaces or in other contexts, “language is shaped by the explicit and 
implicit cultural norms of that particular social community” (Grünhage-Monetti, 
Halewijn, & Holland, 2003, p. 13). In other words, a company’s social structure, 
values and culture are reflected and constructed through language used in the 
workplace, and thus suitable language use is significant to any successful business 
(Gunnarsson, 2004). For effective workplace communication, it is necessary to 
identify language and communication needs in contexts. 
3.4 WORKPLACE COMMUNICATION 
This section describes key concepts of workplace communication that 
currently predominate in language and communication theory by Chesebro (2014), 
Schnurr (2013), Boswood (1999), and Huhta et al. (2013). Definitions of 
communication itself need to be explored in the first instance as a background for 
deeper understandings of workplace communication. 
3.4.1 Communication 
As mentioned in Section 1.7, communication is defined as a “process by 
which one or more people stimulate meaning in the mind of another using verbal and 
nonverbal messages” (Richmond & McCroskey, 2001, p. 20) in this study. Chesebro 
(2014) argues that “verbal messages primarily communicate the content dimension 
of our message, while nonverbal messages communicate the relationship dimension 
of our message” (p.1), which refers to the relationship between the communicators, 
which can be characterised by “warmth and closeness, coldness or distance, or 
various relational messages in between those two extremes” (p.1). This dimension is 
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considered important since it affects the way in which the receiver interprets the 
message’s verbal content. In Chesebro’s (2014) example of the comment ‘That was 
interesting’, it can be understood by the listener as a positive or a negative comment, 
depending on its nonverbal delivery.  
Moreover, Chesebro (2014) considers that the meaning of a message may be 
understood differently by different communicators since they each have their own 
frame of reference, which is formed by their “personality, self-concept, and the 
accumulation of … life experience” (Chesebro, 2014, p. 4). A frame of reference is 
thought of as including different ‘schemas’, each of which consists of a suite of 
information related to a certain concept. For example, a person can have a schema 
for the concept of linguistics, football or classical music. Therefore, the speaker in a 
moment of communication needs to be aware of the listener’s schema in order to 
choose the most effective way to convey a message.  
It is clear that a frame of reference has a strong influence on the process of 
conveying the meaning. If the speaker’s frame of reference overlaps the listener’s, 
then he or she can easily “stimulate the desired meaning in the listener’s mind”. 
Otherwise, he or she will “take more effort to tailor” (Chesebro, 2014, p. 5) his or her 
message in accordance with the listener’s frame of reference. 
Moreover, choosing how to convey the meaning, specifically how to use the 
language, can be influenced by other factors. In Politeness Theory, which was 
developed by Levinson and Brown (1987), the three key factors that are considered 
as having great influence on people’s language choices are: the social distance 
between people; their relative power; and the degree of imposition involved. It is also 
said that cultural values determine how these factors influence the way we 
communicate, as our culture is like a ‘lens’ through which we view the world. 
3.4.2 Workplace communication 
Workplace communication or professional communication is a term referring 
to “interactions which may take various forms and which take place in a context that 
is broadly related to work, and involve at least one participant who is engaged in 
some work-related activity” (Schnurr, 2013, p. 17).  
According to Schnurr (2013), professional communication has been affected 
by the internationalisation and globalisation of the economy as well as technological 
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advances. These changes have impacted different aspects of professional 
communication like “purpose, content and language, as well as … linguistic form 
and patterns” (Gunnarsson, 2009, p. 10).  
It is commonly understood that the internationalisation and globalisation of 
the economy have resulted in a growing number of multicultural and multilingual 
workplaces where English and other languages are used as the lingua franca in 
intercultural discourses. In these workplace contexts, employees face challenges, 
especially in relation to the language needed to communicate with other non-native 
speakers from different countries in their companies. 
Moreover, technological advances have changed the modes of professional 
communication. With new developments in communication technology such as 
mobile phones, email, fax, and the World Wide Web, employees can work at distant 
sites while still being able to access their company intranets, and they can take part in 
meetings via videoconferencing.  
Professional communication has also been affected by professional political 
changes, often known as the new work order, which refers to a different way of 
doing a profession. The new work order has resulted in discourse democratisation, 
which can be seen, for example, through eliminating explicit power symbols and 
using more informal language. Therefore, workplace communication tends to occur 
more informally and conversationally due to the new way of negotiating work 
structure.  
Boswood (1999) considers that professional communication refers to 
“communicating as a professional” and “communicating to a professional standard” 
(As cited in Huhta et al., 2013, p. 115). Therefore, the professional’s capability 
includes mastering “a body of knowledge”, mastering skills and “the responsible use 
of this knowledge and these skills” in the target language (Boswood, 1999, p. 116). 
Accordingly, Boswood (1999) states nine propositions about what constitutes 
professionalism in communication: 
1. applying a body of knowledge by employing a series of skills ethically; 
2. communicating within and across discourse boundaries; 
3. reflecting critically on the workings of power through discourse; 
4. having access to the technical, contextual and world knowledge necessary 
for communication within the communities concerned; 
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5. creatively using the communicative resources of discourse communities to 
a standard that is recognised as standard; 
6. applying knowledge and skills; 
7. effectively reconciling and achieving multi-level purposes through 
communication; 
8. managing internal and external organisational communication by defining 
and implementing communication policy; and 
9. continuously seeking to develop through active reflection on performance.  
        (p.116)          
Based on Boswood’s (1999) viewpoint on professional communication as 
described above, Huhta et al. (2013) argue that at least four categories of knowledge 
are needed to describe a complete picture of professional communication. They 
include traditional textual knowledge and knowledge about the context, such as 
global, institutional and organisational knowledge, social action knowledge and 
participant knowledge, as illustrated in detail in Figure 3.3.  
Huhta et al.’s (2013) model of professional communication was chosen as a 
theoretical framework in this study (1) to explore the workplace communication 
needs in the two joint-venture petroleum companies in Vietnam; (2) to analyse 
teaching practices in the EPE classroom at NKU; and (3) to identify the alignment 
between the workplace communication needs and the university EPE education 
provision. Huhta et al.’s (2013) model was chosen because it allowed the researcher 
to examine the workplace communication needs in the petroleum industry from 
different dimensions in order to gain a deeper understanding of industry 
communication. This model provides both the language knowledge and the 
contextual knowledge needed for workplace communication (as mentioned in 
Section 2.2.4 in Chapter 2), which is an innovation for ESP. Huhta et al.’s (2013) 
model of professional communication provides a useful means of addressing the 
communication demands of workplaces.  This is a useful starting point for then 
examining ESP courses and whether they cover all aspects of the communication 
needs for the particular industry.   
Although Huhta et al.’s (2013) model of professional communication is 
comprehensive enough to be utilised to analys the knowledge needed for workplace 
communication, there were questions about its applicability to a context beyond Europe 
such as Vietnam. In terms of the research it was found that the model was appropriate, 
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and indeed, able to be extended to accommodate cultural and linguistic features 
characteristic of the local professional context and its particular use of English. Huhta et 
al.’s (2013) model of professional communication will be discussed in detail in the 
following section. 
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Figure 3.3. Huhta et al.’s (2013) model of professional communication. Retrieved from   
http://www.proflang.org/@Bin/138563/Marjatta+Huhdan+esitys.pdf. Reprinted with 
permission. 
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3.4.3 Kinds of knowledge needed for workplace communication 
Textual Knowledge 
Identified as the first kind of knowledge in Huhta et al.’s (2013) model of 
workplace communication, textual knowledge includes the knowledge of 
communication situations, genres and texts that appear in communication situations 
and can be in both oral and written forms (Figure 3.4). The three key factors of 
textual knowledge are described in the following sub-sections. 
 
Figure 3.4. Model of textual knowledge, extracted from Huhta et al.’s (2013) model of 
professional communication. 
Communication situations 
In this study, communication situations refer to the communication situations 
taking place in the workplace. A communication situation is defined as: 
A unified set of components throughout, beginning with the same general 
purpose of communication, the same general topic, and involving the same 
participants, generally using the same language variety, maintaining the 
same tone or key and the same rules for interaction, in the same setting. 
(Saville-Troike, 1989, p. 27) 
Considering that Saville-Troike’s (1989) definition of communication 
situations is not complete, Huhta et al. (2013) added “more or less predictable event 
sequences, rhetoric, communication strategies, adequacy of role-taking and style” (p. 
38) to the set of components above. They also consider that the communicative 
events in the workplace usually occur in integrated situations where many skills are 
involved in the same communication event. 
As mentioned in Chapter 2, a list of 18 language and communication 
situations in business and industry (Table 2.1), developed by Prolang group (Huhta, 
1997) and cited in  Huhta et al. (2013, p. 42), was used in the current study to 
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identify which communication situations petroleum engineers in the two petroleum 
companies were involved in, and to investigate which communication situations were 
taught in the EPE curriculum at NKU. 
Genres 
Knowing communication situations consists of knowing genres because a 
communication situation usually consists of genres (Huhta et al., 2013). A genre is 
known “as a class of communicative events that share common purposes that are 
recognised by the members of the discourse community that owns it. These purposes 
determine the structure and linguistic choices in the genre” (Luzon, 2005, p. 285). 
Similarly, Huhta et al. (2013, p. 198) regard genres as “the generic resources of a 
written or spoken communication event with the same purpose of communication 
and textual organisation in the same setting”. In other words, genres refer to 
particular spoken or written texts produced by particular people in particular 
communication situations. Genres in the workplace can be emails, memos, letters, 
reports, meetings, telephone conversations, teleconferences, press releases, 
presentations or customer-complaint forms (Evans, 2010, 2012; Giannoni, 2014; 
Rogerson-Revell, 2008; Spence & Liu, 2013; Warren, 2014). Huhta et al. (2013) 
consider that a communication situation usually consists of one or more genres. For 
instance, reading technical documents, which is a common communication situation 
in petroleum companies, may include genres like technical emails, faxes, reports, 
guidelines, or procedures. 
Texts 
Another aspect of textual knowledge is the text, which is a piece of language 
in spoken or written form, and is “central to any act of linguistic communication, the 
external, objective link between producer and receiver, whether they are 
communicating face to face or at a distance” (Council of Europe, 2001, p. 98). Two 
major factors creating the body of a text are grammatical knowledge and vocabulary 
knowledge (Pritchard, 2011), which are described in detail in the following sections. 
• Grammatical knowledge 
Grammar is defined as “the set of structural rules that governs the 
composition of clauses, phrases, and words in any given natural language” (Praise & 
Meenakshi, 2015, p. 98). Grammar plays an important role in communication since it 
supports the understanding of a message’s meaning and intent (Praise & Meenakshi, 
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2015). Grammatical knowledge is considered as the basis of the four macro language 
skills of listening, speaking, reading and writing (Assia & Said, 2013). In the words 
of Praise and Meenakshi (2015), without grammatical standards or rules, there would 
be chaos, and “no continuity of language and over time communication of ideas 
would suffer” (p.101). Grammatical knowledge is increasingly important in modern 
life, as shown in the following excerpt: 
As people from different parts of the world try to talk in English which is 
influenced by their own mother tongue, there are errors in grammar and 
sentence pattern. If one can master grammar, [h]e or [s]he can unlock ideas 
and thoughts that were written across time and place. Proper grammar is 
very important. Correct grammar keeps from being misunderstood and lets 
us effectively express our thoughts and ideas. The way we communicate is 
extremely important in our profession and society. While modern technology 
and social media have less formal forms of communication, we are expected 
to produce perfect grammar in professional settings. Glaring errors in 
spellings and punctuation are judged before the content of the work. 
Grammar gives language users the control of expression and communication 
in everyday life. Mastery over the words help speakers communicate their 
emotions and purpose more effectively. Even though changes in grammar 
are made from old to contemporary, grammar can change its shape 
according to the trend but the importance or the role played by grammar still 
remains the same. (Praise & Meenakshi, 2015, p. 101) 
In fact, grammar has recently regained the important role in language 
education that it used to have (Akbari, 2014; Assia & Said, 2013; Batstone  & Ellis, 
2009; İlin, Kutlu, & Kutluay, 2013; Nassaji & Fotos, 2004; Praise & Meenakshi, 
2015). The current issue for grammar teaching focuses on which grammar units 
should be taught and how grammar should be taught effectively Akbari (2014). 
Teaching grammar in contexts, as suggested by Nunan (1998), is considered an 
effective way (Akbari, 2014; İlin et al., 2013). In this regard, İlin et al. (2013) 
suggest teaching grammar in ESP classes through the use of videos, “a widespread 
multimedia tool that has both visual and audio content” (p.273). They argue that 
course books cannot provide authentic contexts and textbook activities have none of 
the nonverbal elements that can be seen in a real communication, “like body 
language, mimes, gestures and emotions” (p. 272). To sum up, grammar is still 
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widely considered to play a significant role in language teaching and learning, so it 
needs to be a focus in designing a language curriculum. 
• Vocabulary knowledge 
Vocabulary knowledge is essential to comprehension of various texts since it 
is the component carrying the language content (W. E. Nagy, 1988; Pritchard, 2011). 
Therefore, vocabulary knowledge is necessary to all language use and so should be 
taught to all language learners (W. E. Nagy, 1988; Schmitt, Cobb, Horst, & Schmitt, 
2015).  
Vocabulary knowledge or word knowledge is understood in various ways. 
Vocabulary knowledge is commonly divided into receptive knowledge and 
productive knowledge. Receptive knowledge refers to the words recognised when 
they are heard or read, while productive knowledge refers to the words that can be 
recalled and used in writing or speaking (Milton, 2009). Another understanding 
shows that vocabulary knowledge refers to both the number of words a language user 
knows, i.e., breadth of vocabulary knowledge, and what the language user knows 
about these words, i.e., depth of vocabulary knowledge (R. C. Anderson & Freebody, 
1981). The latter understanding was found useful in and suitable to the scope of this 
study.  
ü Breadth of vocabulary knowledge 
According to Nation (2013), words are classified into four categories: high 
frequency, academic, technical, and low frequency words. The high frequency word 
group is estimated to contain 2,000 words and cover 80% of running words. Running 
words are the total number of words in a given piece of text. For example, the 
previous sentence contains 14 running words. The majority of high frequency words 
are content words (e.g., government, production, adoption) and functional words 
(e.g., for, the, of). High frequency words are considered general service vocabulary 
used for all manners of purposes, whereas academic vocabulary with 570 word 
families usually covers 10% of running words in academic texts (e.g., policy, phase, 
sustained). Technical vocabulary, which covers around 5% of the running words in 
specialised texts, frequently occurs in specialised fields but rarely in other fields 
(e.g., digit, matrix, algorithm).  All remaining words in a piece of text are low 
frequency words, covering about 5% of the running words in respective texts. Low 
frequency words include words frequently used in other specialised areas, proper 
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names and words that we rarely encounter in our language use (e.g., pioneering, 
perpetuity, pastoral). This vocabulary classification was applied to identify the word 
types being used in emails and daily calls in the two petroleum companies in this 
study.  
ü Depth of vocabulary knowledge 
Research also reveals that vocabulary knowledge is multidimensional 
(Kaivanpanah & Zandi, 2009; Nation, 1990, 2013; Richards, 1976; Ringbom, 1987; 
Yamamoto, 2014). Knowing a word refers to knowing not only its meaning, but also 
other aspects. According to Nation (2013), vocabulary knowledge is divided into 
three dimensions: knowledge of form, knowledge of meaning, and knowledge of use. 
Each of these dimensions is divided into further components. 
Knowing a word’s form is divided into three parts: spoken forms, written 
forms and word parts. Knowing its spoken form is knowing what sound the word 
makes, or its phonological form. For example, the phonological form of confident is 
/′konfid(ə)nt/. Knowing its written form involves knowing what it looks like, how it 
is written and how it is spelled. Knowledge of its word parts is knowing what parts 
are contained in that word and what meaning is expressed for each part. For example, 
knowing underestimated includes recognising its components like under, estimate 
and ed and knowing how to relate these segments to its meaning. 
    Knowledge of vocabulary meaning might include three aspects: form and 
meaning, concepts and referents, and associations. Form and meaning involves the 
ability to link the form to a meaning. Language users should know what meaning a 
word form refers to or which word form is used to refer to a particular meaning. 
Knowledge of concepts and referents refers to the knowledge of what is included in 
the concept and what items the concept can refer to. People from different cultures 
may use a word with different concepts and referents. For example, in English the 
word ‘dog’ means an animal walking around on all four legs, breathing air, chewing 
a bone and offering lots of tail wags and wet kisses. However, ‘dog’ actually refers to 
a fish in Hebrew. This kind of information should be known to language users so that 
no confusion or offence is caused due to wrong word choice. Knowing a word’s 
associations refers to knowing its related words. For example, knowing 
underdeveloped involves knowledge of ‘overdeveloped’, ‘backward’, and 
‘challenged’. 
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    Knowledge of a word’s use involves knowing its grammatical functions, 
collocations, and constraints on use. Grammatical functions refers to knowing the 
patterns a word occurs in (parts of speech) and how it is used with other words to 
make a sequence. For example, the word beautiful is an adjective, so it should be put 
before a noun it modifies. ‘A beautiful girl’, not ‘a girl beautiful’, is correct. 
Knowing collocations of a word involves knowledge of certain words which that 
word frequently goes with. For instance, the verb ‘look’ can go with prepositions 
(up, down on, up to, at, for, forward to) to make phrasal verbs. Knowing when, 
where and how often a word is used refers to the word’s constraints on use. For 
example, ‘father’, not ‘dad’, should be used in official situations.    
 It can be seen that knowing a word is not just simply knowing its meaning, 
but also knowing its forms and use. This viewpoint of multidimensional vocabulary 
knowledge was applied to explore the depth of vocabulary knowledge used by the 
petroleum engineers in two multinational petroleum companies in Vietnam in this 
study.  
Besides textual knowledge, participant knowledge is also needed for 
workplace communication, and will be described in the following.  
Participant knowledge 
Huhta et al. (2013) argue that workplace communication can be influenced by 
communicating participants, who can be individual participants or the mix of 
participants in different communication situations. Therefore, a professional 
communicator should have participant knowledge, which refers to the information 
about (1) the participant’s age, career history, job profile, status and national culture, 
competence profile, capacities and character, as shown in Figure 3.5:   
 
Figure 3.5. Model of participant knowledge extracted from Huhta et al.’s (2013) model of 
professional communication. 
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The competence profile is defined in Huhta et al. (2013) as the information 
about the communicating participants’ professional capabilities and  their language 
need. “Individual communication behaviour in an interaction” (Huhta et al., 2013, p. 
46), which is basically inconstant and unpredictable, is known as the participant’s 
character. Character is another item of information that is needed regarding the 
interlocutors. According to Huhta et al. (2013), the participant’s character can be 
found, for example, in their taking a leadership or supportive role in an interaction.  
With such knowledge about their interlocutors, professionals can utilise 
appropriate communication strategies to achieve successful workplace 
communication with these people. This is in accord with what was found in Warren 
(2014). Warren (2014) revealed that knowledge of their colleagues and partners or 
clients in terms of cultures and communication styles (and accents) was necessary 
and useful for the professionals in four key economic sectors in Hong Kong to 
function well in their meetings.  
Global, institutional and organisational knowledge 
Global, institutional and organisational knowledge is another kind of 
knowledge that is considered as being necessary for workplace communication in 
Huhta et al.’s (2013) model of professional communication. Huhta et al. (2013) argue 
that the aims of workplace communication are decided not only by the social domain 
practice of international business, but also mainly by the mission, vision or internal 
culture of a particular organisation. The goals of workplace communication are also 
derived from how this organisation wishes to implement its mission through its 
strategies and actions. Furthermore, Huhta et al. (2013) consider that discourse 
practice differs among social domains/institutions and each social domain (such as 
tourism, banking or law) or institution has its own discursive practice. Therefore, to 
communicate well in a certain organisation, a professional is required to have 
“knowledge of the institutional and local socio-culture” (Huhta et al., 2013, p. 44).  
According to Huhta et al. (2013), global, institutional and organisational 
knowledge includes knowledge of the field, social domain, values, focal themes, 
communities of practice, in-group or out-group members, critical incidents, crucial 
sites, organisation culture, strategy, vision and mission, as shown in Figure 3.6. 
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Figure 3.6. Model of global, institutional and organisational knowledge extracted from 
Huhta et al.’s (2013) model of professional communication. 
Focal themes are critical themes, which are evident through a variety of 
discursive realisations. They are what is written about, talked about, and drawn on in 
professional development, and featured in plans of professional appraisal (Sarangi & 
Candlin, 2011). Focal themes can include the following: 
• The communicative aspects of professional action and practice 
• The nature of professional expertise and the role of a 
communication repertoire in such expertise 
• The nature and importance of evidence, and its potentially 
contested nature 
• The extent of relevant knowledge – knowing what and knowing 
how 
• The quality of, and differences in, professional and lay 
reasoning and argument – the evidencing of rationality 
• The difficulty of achieving and the importance of maintaining 
professional neutrality 
• The role of communication in assessing and appraising the 
quality of professional practice, including professional socialisation. 
(Sarangi & Candlin, 2011, p. 22) 
In business domains, focal themes can be “competiveness, innovation, 
accountability or trust” (Huhta et al., 2013, p. 46).  
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In-group members are considered to be those who work in the same group 
with the same working purposes and benefits, for instance, engineer to engineer, top 
manager to controller. Out-group members are those working in another group with a 
different working target and benefits, for example, project manager to supplier or top 
manager to potential clients (Huhta et al., 2013). Huhta et al. (2013) argue that many 
expert groups may work and communicate in a particular workplace context, and 
those groups of professionals form practice communities. Professionals of different 
areas can work together in many areas of expertise, both with in-group members or 
out-group members. Therefore, professionals need to have knowledge of these 
members for the purpose of successful communication with them. 
In addition, professionals should be aware of crucial sites, which are locations 
where the communication takes place, and of critical moments, which are 
communication events where the professionals must interact to perform well on the 
job (Huhta, 2015). Furthermore, Huhta et al. (2013) emphasise that institutions and 
their departments have differing organisation cultures, which may affect 
communication. Organisation culture is defined as a particular collection of values, 
norms, customs and procedures that is shared among individuals and groups of 
people in an organisation and that controls their way of interaction with each other 
and with outside stakeholders (Huhta et al., 2013). Agreeing with Huhta et al. (2013), 
Oliveira (2011) considers that practices of internal communication are influenced by 
professionals’ knowledge of their organisation’s culture, structure, mission, strategy, 
values, politics and so on, and also by the degree of such kinds of knowledge. 
Cultural conflicts can result in communication problems (Artemeva, 1998; 
Luzon, 2005; Thatcher, 2000). Artemeva (1998) reveals how the periodic 
engineering report can become a source of conflict when North American engineers 
collaborate with colleagues abroad. Specifically, she found that differences in tone 
and reader expectations yielded misunderstandings. Similarly, Thatcher analysed 
problems in professional communication among U.S. and South American personnel 
in one multinational organisation, finding that views of professional communication 
differed (Thatcher, 2000). For instance, while U.S. personnel regarded writing to be 
an appropriate mechanism for regulating behaviour, the mechanism preferred by 
South American personnel was personal interactions. Such cultural differences 
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should be taken into account when analysing the role of writing in the construction 
and regulation of organisational behaviour.  
Social action knowledge 
To understand more about contextual knowledge, Huhta et al. (2013) suggest 
a professional should have social action knowledge. They said that “the social action 
perspective emphasises the actual realisation of the communicative event in its 
immediate context as participants make sense of the status quo and communicate as 
best they can” (Huhta et al., 2013, p. 47). Social action knowledge concerns various 
issues, including cultural considerations, discourse community alignment, 
tacit/implicit transfer; improvisation, expressions of trust and verbal/non-verbal 
knowledge (Figure 3.7).  
 
Figure 3.7. Model of social action knowledge extracted from Huhta et al.’s (2013) model of 
professional communication. 
For discourse community alignment, Huhta et al. (2013) consider that an 
interlocutor may decide to align or not align with the practice of a given discourse 
community, which is defined as “networks of professionals with common goals for 
knowledge work in an organisation or a part of an organisation” (Huhta et al., 2013, 
p. 199). The interlocutor may decide to adapt or not adapt to intercultural differences 
in intercultural communication. Intercultural communication is defined as “the 
symbolic exchange process whereby individuals from two (or more) different 
cultural communities negotiate shared meanings in an interactive situation” (Canado 
& Garcia, 2007, p. 188). 
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Tacit/implicit transfer refers to the activity of conveying messages explicitly 
or implicitly. In some communication situations, such as giving condolences or 
sympathy, the interlocutor tends to apply implicit messaging rather than verbal 
language. From the perspective of social action, nonverbal communication is 
considered as “an important part of language and communication” (Huhta et al., 
2013, p. 47) and plays a crucial role in international and multicultural business, 
especially in situations where participants face language barriers. The demand for 
non-verbal communication increases as communicating participants have difficulty 
with verbal interaction. Many business professionals reveal that they have been 
successful in their business deals without any verbal communication due to trust, 
which “may have been created through solid credential, reputation and respected 
hospitality” (Huhta et al., 2013, p. 47). 
Roberts (2000) states that trust plays a highly important role for the effective 
operation of a knowledge-based economy, “since the market exchange of knowledge 
gives rise to a high level of risk and uncertainty. These risks and uncertainties are 
reduced by the presence of a high level of trust” (p. 433). Trust is a key quality in the 
creation of “social capital”, the “glue” that holds people together and that shapes the 
quality of social interaction (Dury, 2006). A person is considered as trusted and 
reliable when he or she can “fulfil agreements, keep promises and act according to 
common ethical standards” (Dossena, 2010, p. 193). Trust, along with mutual 
understanding, is considered a prerequisite for successful communication (Roberts, 
2000).  
Language is considered as playing an important role in constructing trust by 
means of lexical items, syntax and politeness strategies (Dossena, 2010). Lexical 
items are keywords conveying trust and confidence and “employing a range of items 
that express quite specific and specialised meanings” (Dossena, 2010, p. 196), for 
example, ‘security’, ‘faith’, ‘entire’, or ‘wholly’ used in nineteenth-century business 
letters to express trust in banks and commercial exchanges. Syntax is used to express 
trust “with an idea of reliability that derives from objectivity” (Dossena, 2010, p. 
199). Such objectivity is often expressed by using passive forms, which show that 
what is said is related to the reality, not the speakers or writers’ perception.  In other 
words, passive forms may convey certainty, objectivity and reliability. In politeness 
strategies, positive politeness is also a way to express trust and reliability by using 
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“(self-) evaluative elements that encourage the participants’ perception of a positive 
image” (Dossena, 2010, p. 201).  
Improvisation has been described as intuition directing action in an 
unplanned way (Crossan & Sorrenti, 1997), the ability to utilise available resources 
(Weick, 1993), and composition joining with execution (Moorman & Miner, 1998). 
In other words, improvisation refers to “creating something on the spot” (Krusen, 
2012, p. 64) or “simply acting or playing without a script” (B. Green, 2012, p. 71). 
There have been many rules for improvisation, but B. Green (2012) classified them 
into the following fundamental groups: (1) Spontaneity: Say the first thing that 
occurs to you, (2) “Say, ‘Yes, And...”: Acceptance and no denial, (3) Stay with the 
group and (4) Make each other look good (p. 85). 
The first principle – Spontaneity – means that speakers say the first thoughts 
they think without any consideration (Diggles, 2004). Improvisation is not aimed at 
going for jokes or trying to be clever. According to Diggles (2004), uttering the first 
thing occurring in someone’s head requires them to take a risk of being obvious and 
ordinary. When improvising, the first thing coming to mind may include this element 
of brilliance in it. Even though it seems normal, it can result in excellent new ideas 
which could not have occurred prior to reaching this summit of consciousness 
(Barrett, 2012; Diggles, 2004). The risk taking and potential for failure in 
improvisation should be welcomed and celebrated because they can provide 
opportunities for learning and innovation (Barrett, 2012; Diggles, 2004; K. 
Johnstone, 1979; Koppett, 2001; Lobman & Lundquist, 2007; Madson, 2005). 
Therefore, in an improvisation training course workshop, participants must be given 
a safe learning environment where mistakes are tolerated and welcomed as 
opportunities for learning and innovation (Diggles, 2004; Johnstone, 1979; Koppett, 
2001; Lobman & Lundquist, 2007; Madson, 2005). 
The second principle – “Say, ‘Yes, And...” – refers to acceptance and no 
denial. Madson (2005) considers that the world of saying yes may be “the most 
powerful secret of improvising” (p. 27). In this principle, the improvisers should say 
“Yes, And…”, to accept offerings from others, to add more ideas to the others’ ones 
instead of using a yes only (Barrett, 2012; Shechtman & Knudsen, 2009), and to 
extend the storyline instead of ending it abruptly (J. R. Anderson, 2008; Madson, 
2005).  According to Krusen (2012) and Madson (2005), all improvisers should 
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apply this most magic principle because an affirmative answer can open to 
unexpected outcomes. Refusing an offer can cause an opportunity to be lost, while in 
accepting it, opportunities may be opened. Saying “Yes” is rewarded by adventures, 
while saying “No” is rewarded by safety (K. Johnstone, 1979). Moreover, this 
principle implies that negating or denying or blocking an offering should be avoided 
(Lobman, 2005). Blocking refers to trying to manage the situation rather than 
accepting it, and can come in many various forms. Someone blocks when they say 
no, when they have a better idea, when they change the subject, when they correct 
the speaker, when they fail to listen, or when they simply ignore the situation. 
Blocking the storyline is the most common way used to control the future (Madson, 
2005). 
The third principle, staying with the group, refers to observing the 
surrounding environment, listening well, paying attention to what is being said, 
accepting them, and developing those ideas. Staying with the group is a collaborative 
process in which all the members in the whole group work together to create a 
cohesive story (Barrett, 2012; K. Johnstone, 1979; Koppett, 2001; Lobman, 2005; 
Lobman & Lundquist, 2007). 
Make each other look good, the fourth principle, means accepting the other’s 
offer and making him/her look good. With others’ support, the individual can 
become a better version of himself or herself. Making each other look good implies 
that improvisation is not an individual activity, but rather a group activity (Diggles, 
2004; Koppett, 2001; Madson, 2005; Sawyer, 2003; Spolin, 1999). Moreover, 
improvisation does not refer to competition, but to cooperation and collaboration.  
Originating in jazz, theatre, and sports, improvisation has been applied in 
many other fields, such as business, especially management and leadership (Corsun, 
Young, McManus, & Erdem, 2006; B. Green, 2012; Moshavi, 2001; Vera & 
Crossan, 2004), the medical field (Boesen, Herrier, Apgar, & Jackowski, 2009; 
Krusen, 2012) and English for specific purposes teaching (Gabriella, 2013).  
In the context of business, improvisation has been recognised as a strategic 
competence required for organisational success in meeting the requirements “for 
change, adaptability, responsiveness to the environment, loose boundaries, and 
minimal hierarchy” in the 21st century (Vera & Crossan, 2004, p. 727). Bateson 
(1994) believes that successful people are good improvisers who have the ability to 
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prepare for uncertainty. According to Vera and Crossan (2004), the outcomes of 
improvisation are not predictable, since improvisation is a spontaneous process of 
creation. Therefore, they argue that it is necessary to learn improvisation’s principles 
that help it to work instead of trying to predict its outcomes. 
It can be said that improvisation is also a valuable skill for professional 
communication, so it should be made available to students, especially pharmacy, 
therapy and medical student (Boesen et al., 2009; Hanley & Fenton, 2007; Krusen, 
2012; Ragon, Marquardt, & Collins, 1995) by teaching improvisational techniques at 
universities. Teaching improvisational techniques focuses on teaching the skills of 
attention, observation, and communication (Krusen, 2012). It means that these 
improvisational techniques include the abilities of attention, observation and 
communication. Due to this point, this competence cannot be checked and evaluated 
in the data in this study, which are daily calls and emails in two petroleum companies 
in the form of audio files and documents.  
To summarise, a professional is required to have essential workplace 
communication knowledge, notably in the four types of knowledge for professional 
communication as presented by Huhta et al. (2013): textual knowledge; global, 
institutional and organisational knowledge; social action knowledge; and participant 
knowledge. As mentioned above, the model of the four kinds of knowledge was 
applied as a theoretical lens in the current study (1) to examine the kinds of 
knowledge needed for workplace communication by the petroleum engineers in two 
joint-venture petroleum companies in Vietnam and (2) to explore the practice of 
providing the EPE students at NKU with necessary knowledge for their future 
workplace communication 
3.5 CURRICULUM DEVELOPMENT 
In light of the above discussions, the nature of the program/curriculum to 
support workplace communication requires adjustment, in terms of the role of 
context, the substantive nature of the content and the delivery modality. Therefore, 
concepts of curriculum and curriculum developments also need to be discussed in 
this section. 
The term ‘curriculum’ has been defined differently in various fields. In 
language teaching and learning, Richards (2013) argues that a curriculum refers to 
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the whole plan of a course. It also refers to the way in which the course content is 
arranged into a scheme for teaching and learning so that the expected learning 
outcomes can be achieved. In other words, a curriculum consists of the main 
elements of input, process and output.  
Richards (2013) considers that the input of a course is the content selected for 
teaching. After selection, content is organised into teaching units in a logical 
timeline, which yields a syllabus. A language syllabus is defined from different 
viewpoints on the nature of language and different views of language proficiency. As 
noted above, in communicative competence, there is a need to depart from what was 
traditionally considered ‘input’ in language learning curricula and embrace integrated 
models that take advantage of the needs of both university and workplace 
communicative competence.  As suggested in Huhta et al. (2013), an ESP curriculum 
should focus on developing not just textual knowledge, but also context knowledge 
such as global, institutional and organisational knowledge, social action knowledge 
and participant knowledge. In other words, the content of the ESP curriculum must 
be encouraging, practical, cohesive and interactive in character to attain those 
characteristics (Swain, 1984).  
Moreover, Huhta et al. (2013) consider that ESP courses should be taught as 
both education and training. For example, the content of teaching communication 
situations should not be split into teaching the four macro language skills and 
mediation, which is considered as “less helpful for workplace communication 
learning than an integrated approach” (Huhta et al., 2013, p. 40). Accordingly, the 
teaching of a communication situation in an ESP course should be focused on 
teaching all the sub-skills required in such a situation. Huhta et al. (2013) argue that 
this is because the communicative events in the workplace usually include those 
possibly conducted formulaically, such as writing reports or making phone calls, and 
those requiring “creative language/communication capacity” (Huhta et al., 2013, p. 
40), such as social situations, hosting visitors, or problem solving.  
Based on the input that is chosen, an appropriate methodology, classroom 
activities and materials can also be suggested. These refer to the domain of process. 
Methodology is how teachers conduct their teaching through teaching activities, 
procedures and principles of the activities and exercises in their teaching materials. 
The procedures and principles are influenced by viewpoints about the nature of 
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language and language learning, the roles of teachers and learners, and instructional 
materials. Different ideas about language and language learning lead to different 
instructional practices. When teaching processes happen according to standardised 
and fixed principles and associated practices, they are seen to follow a method 
(Richards, 2013).  
According to Billett (1996), a workplace learning curriculum needs to 
emphasise learning over teaching. Learning should be central in any curriculum 
considerations. An advanced curriculum model concentrates on the learner’s 
engagement in activities. In order to have vocational knowledge, it is necessary to 
obtain authenticity in learning activities, environments and in process as well (Billett, 
1996, p. 15). Authenticity plays a particularly important role in “securing the specific 
forms of cognitive structures required for expert performance in particular 
communities of practice (workplaces)” (Billett, 1996, p. 15). According to Huhta et 
al. (2013), authenticity relates to the realistic contents, to the language used in 
contexts and also to “the extent to which the teacher succeeds in organising learning 
activities that increment the competences required by the workplace in realistic units 
and contexts” (p.40). 
However, to obtain authenticity, simulations of workplace communication are 
used instead of real-life ones, since ESP courses only take place in educational 
institutions. Huhta et al. (2013) believe that well-made simulations can be inspiring 
and engaging and bring many beyond-text characteristics to classrooms. 
Nevertheless, they also warn that using stimulations is sometimes disadvantageous.  
If simulations do not fully motivate the learner, they are like mere exercises, without 
real-life investment in the simulated event’s outcome. Thus, it is crucial to make 
simulations as close to authentic situations as possible and to use as much personal 
motivation as possible. To exploit such personal motivation, elements in the 
experience of the learners themselves can be used. 
Huhta et al. (2013) suggest that an ESP course that aims at meeting the field’s 
needs and professional work should involve six kinds of learning activities, as shown 
in Figure 3.8. These are activities that (1) address professional communication needs, 
(2) strengthen professional communication identity, (3) contribute to knowledge of 
the professional field, (4) raise awareness of professional genres, (5) consolidate one-
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to-one routine communicating exchanges, and (6) make use of complex simulations 
to mirror authentic workplace communication. 
 
Figure 3.8. Activities for professional communication suggested by Huhta et al. (2013). 
Output refers to learning outcomes that learners can achieve after a period of 
instruction. In the words of Richards (2013), this can be a certain level of 
achievement on a proficiency scale or on a standardised test – that is, the ability to 
use language at a targeted level. However, the learners’ learning goal in an ESP 
course will be professional rather than academic. Their output/outcome will be very 
different from typical language tests. Their learning outcome will be workplace 
communication competences. Figure 3.9 illustrates all the dimensions of a workplace 
communication curriculum in this study. 
 
Figure 3.9. Dimensions of a workplace communication curriculum. 
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3.6 SUMMARY OF THE CHAPTER 
Chapter 3 has presented theories relevant to the present research. The theories 
of language, language teaching and language learning have been discussed in section 
3.2. Sections 3.3 and 3.4 described theories of workplace learning and workplace 
communication respectively. A brief description of curriculum development theory 
was given in section 3.5. This chapter has established the theoretical lens in response 
to the gap established in Chapter 2. In this theoretical perspective, in order to achieve 
effective communication competence in the workplace, it is necessary to have not 
just textual knowledge but also knowledge about the context including institutional 
and organisational knowledge, social action knowledge and participant knowledge. 
This model of professional communication developed by Huhta et al. (2013) is used 
in this study as a foundation to discuss workplace communication needs in the two 
petroleum companies and to discuss the EPE education provision at NKU. 
However, there is a problem in applying this model. Traditional ESP 
teaching, as shown in Chapter 2, just focuses on textual knowledge, with a particular 
emphasis on grammar and vocabulary. Indeed, in many Vietnamese ESP classrooms, 
there is minimal attention to text-level features. Thus, in order to improve ESP 
teaching in Vietnam, it is important to engage ESP curricula in the workplace 
communication needs. The present study aimed to explore the practice of the existing 
EPE curriculum at NKU and the workplace communication needs of two petroleum 
companies in Vietnam, and to investigate how well that EPE curriculum met those 
workplace communication needs. Recommendations were also made to fit the 
potential gap between supply and demand. The next chapter presents the research 
design and methodology that was used to undertake the study. 
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Chapter 4: Research Methodology 
4.1 INTRODUCTION 
Chapter 3 has presented the study’s theoretical perspectives, which were used 
to guide data collection and data analysis. This chapter outlines the study’s research 
design to explore the alignment of the EPE at NKU with the workplace 
communication needs of two joint-venture petroleum companies in Vietnam. Section 
4.1 introduces the outline of the chapter and the research design is then described in 
Section 4.2. The qualitative paradigm and case study approach are discussed in 
Sections 4.3 and 4.4, respectively. Research sites and participant selection are 
presented in Section 4.5. Section 4.6 delineates data collection methods and 
instruments and justifies the use of these tools in this study. Then, data analysis is 
explained in Section 4.7. Section 4.8 presents the ethical considerations of the study. 
The discussion about ensuring the study’s trustworthiness is presented in Section 4.9. 
Finally, the summary of the chapter is presented in section 4.10. 
4.2 RESEARCH DESIGN OVERVIEW 
Given that universities are increasingly being considered as service providers, 
there is a need to develop a better understanding of the demand for the services they 
provide. Therefore, as a case study, this study focused on exploring the alignment of 
the EPE curriculum at NKU with the workplace communication needs of two joint-
venture petroleum companies in Vietnam. In order to achieve this research objective, 
the researcher formulated the following research questions: 
1. How does the EPE curriculum at NKU align with the workplace 
communication needs of two joint-venture petroleum companies in Vietnam? 
The sub-questions that derive from this overarching question are: 
• What kinds of knowledge are needed for workplace communication in 
two joint-venture petroleum companies in Vietnam? 
• What kinds of knowledge are taught in the EPE curriculum at NKU? 
Based on the theoretical perspectives outlined in Chapter 3, these research 
questions were answered in three phases by using a qualitative case study approach. 
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In Phase 1, the study started by identifying and investigating the kinds of knowledge 
needed for workplace communication in the two joint-venture petroleum companies 
in Vietnam through interviews with petroleum engineers and their employers; 
examination of documents including language/communication policies, daily reports, 
emails, and procedures; and audio recordings of daily calls in these two companies. 
In Phase 2, in order to examine the kinds of knowledge taught in the EPE at NKU, 
the researcher adopted various data collection methods, including interviews with the 
EPE teacher, academic coordinator and EPE students of the EPE course; classroom 
observations; and review of documents, such as the teaching proposal, textbooks, 
teaching handouts and test papers. In Phase 3, this study compared the findings in the 
first two phases to identify the level of alignment between the EPE curriculum 
provision and workplace communication needs and suggested solutions to fix the 
misalignments between the curriculum supplied and workplace demands. The 
research design of the present study is described clearly in Figure 4.1. 
 
 
 
 
 
 
 
 
 
Figure 4.1. Research design of the study. 
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4.3 QUALITATIVE PARADIGM 
A qualitative research approach was regarded as suitable for the present study 
since this study has the exploratory nature of a qualitative paradigm which is defined 
as: 
a type of educational research in which the researcher relies on the views of 
participants, asks broad, general questions, collects data consisting largely of words (or 
text) from participants, describes and analyses these words for themes, and conducts the 
inquiry in a subjective, biased manner. (Creswell, 2012, p. 16) 
With the definition above, the qualitative approach is useful to obtain a 
detailed and rich understanding of complex phenomena such as “the key concept, 
idea, or process studied” (Creswell, 2014, p. 16) through the use of various effective 
qualitative tools (Creswell, 2014; Owen & Rogers, 1999). This function is aligned 
with the exploratory nature of this study.  
In order to explore the alignment between the workplace communication 
needs of two petroleum companies in Vietnam and the EPE curriculum provision at 
NKU, it was necessary to explore the kinds of knowledge needed in the workplace 
and those taught in the university. This required exploration and in-depth 
understanding, which are suitable for one of the major characteristics of qualitative 
research: “Exploring a problem and developing a detailed understanding of a central 
phenomenon” (Creswell, 2014, p. 16). In fact, a rich description of the workplace 
communication needs in the two companies could be attained from the ‘ideas’ of the 
workplace participants and their practice of workplace communication ‘process’ in 
the workplace sites. Similarly, in the university site, exploring the “ideas” of the 
university participants and the ‘process’ of EPE teaching and learning provided an 
in-depth understanding of the practice of EPE university provision. 
Moreover, the study’s exploratory characteristic was also shown in the in-
depth exploration of the workplace communications needs of two joint-venture 
petroleum companies and EPE provision at NKU. For example, the researcher 
identified not only the kinds of knowledge required but also why or in what 
situations they were required for workplace communication. Such a thick description 
of workplace communication needs could not be achieved without various qualitative 
research methods (Huhta, 2010; Huhta et al., 2013; Long, 2005). The level of 
alignment between those supply and demand factors pertaining to the design and 
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delivery of the EPE curriculum was also identified. With a study so explorative in 
nature, the qualitative rather than the quantitative research approach was suitable for 
adoption. Regarded as involving measurement forms such as numbers and statistics 
(J. D. Brown, 1989; Creswell, 2012, 2014), quantitative research methods are 
considered as tools “too blunt” (Huhta et al., 2013, p. 15) to gain such an in-depth 
description of the sophisticated practice of the EPE curriculum and the workplace 
communication needs. 
Furthermore, in the educational context, a qualitative approach is usually 
used as a way in which comprehensive questions are asked to collect the participants’ 
views about relevant topics in the form of words or texts (Creswell, 2012, 2014; 
Mostyn, 1985). Qualitative researchers can understand or analyse the meanings 
people bring to them, i.e.,, how people understand the world as well as their 
experiences in the world (Blaikie, 2010; Denzin & Lincoln, 2011; Lichtman, 2010; 
Merriam, 1998). A qualitative research approach allows “multiple subjective 
perceptions of reality as evidenced by the clues and statements provided by 
respondents” (Huhta, 2010, p. 77). Thus, a qualitative research approach was 
appropriate for examining the practices of the EPE curriculum at NKU based on the 
opinions and perceptions of the EPE students, the EPE teacher, and the academic 
coordinator towards the existing curriculum at NKU (Creswell, 2012, 2014; Maykut 
& Morehouse, 1994). Moreover, the qualitative method was an effective tool to 
support this study in exploring and analysing perceptions of workplace 
communication needs. This was particularly relevant given the transition from 
traditional models of ESP to contemporary 21st century work-integrated learning 
models. Additionally, the qualitative paradigm was appropriate because the 
workplace communication needs were mostly dependent on people’s perceptions, 
productions and creations (Huhta, 2010),  all of which were subjective and may have 
had multiple perspectives.  
Qualitative methods are known as effective tools to discover the “naturally 
occurring phenomena in their naturally occurring states” (Patton, 1990, p. 41). 
Therefore, with qualitative methods, the practice of teaching and learning EPE at 
NKU could be deeply understood by observing how that practice really happened in 
the EPE class and by analysing related documents such as instructional materials, the 
syllabus and test papers. A range of research methods are used in the qualitative 
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paradigm, but a case study was regarded as being the most suitable for the current 
study. The following section discusses the case study approach and how it was 
applied in the research. 
4.4 CASE STUDY 
A case study is considered to be “an empirical inquiry that investigates a 
contemporary phenomenon within its real life context, especially when the 
boundaries between phenomenon and context are not clearly evident” (Yin, 2009, p. 
18). It means that a case is not always a physical and clearly distinguished social 
unit, but possibly an abstract unit like the alignment between the EPE curriculum 
provision and workplace communication needs in the petroleum companies. The case 
in this study included two units of analysis: the EPE curriculum at NKU and the 
practical workplace communication needs of the two joint-venture petroleum 
companies in Vietnam. 
Moreover, a case study approach was adopted in this study because this 
approach is considered as helpful to answer ‘how’ research questions (B. Johnson & 
Christensen, 2014; Yin, 2009). A case study approach was useful to identify how the 
EPE curriculum aligned with the workplace communication needs of the two joint-
venture petroleum companies. In the context of evaluation research, this case study is 
exploratory in nature (Yin, 2009). In fact, to evaluate the level of alignment between 
curriculum provision and workplace communication demands, it was necessary to 
explore the kinds of knowledge that were required for workplace communication in 
the two companies and those that were taught in the EPE at NKU.  
Another reason for choosing a case study approach was the researcher’s 
limited control over the “actual behavioural events” (Yin, 2009, p. 4). To examine 
the alignment of ESP curricula in Vietnamese universities with workplace 
communication needs, the researcher could not investigate all kinds of ESP such as 
information technology, business, civil engineering, law, medicine, and so on. 
Exploring all the related cases would be a big challenge for any researcher 
investigating higher educational phenomena and especially for an individual PhD 
researcher. Case study methodology was therefore appropriate for this study in order 
to explore the particular alignment between the EPE curriculum at NKU and the 
workplace communication needs of the two joint-venture petroleum companies. 
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The present case study cannot ensure generalisability as usually found in a 
quantitative study (Creswell, 2012). However, guided by the conceptual framework 
presented in Chapter 3, the findings of the current case study can yield a holistic and 
intensive description of the alignment between the two sets of practices with 
implications for curriculum innovation and development. With this, readers will be 
able to reflect on their own circumstances and draw similar lessons (Simons, 2009).  
4.5 SITE AND PARTICIPANT SELECTION 
This section discusses the selection of the research sites and participants in 
those sites. This study aimed at investigating the alignment of the EPE curriculum at 
NKU with the workplace communication needs of the two joint-venture petroleum 
companies in Vietnam. Accordingly, the research sites in this study included 
workplace sites and university sites. A purposive sampling technique was used to 
choose research sites and participants in each site. Purposive sampling is defined as 
“the practice of selecting cases that are likely to be information-rich with respect to 
the purposes of a qualitative study” (Patton, 1990, p. 169). In purposive sampling, 
the researcher can “intentionally select individuals and sites to learn or understand 
the central phenomenon” (Creswell, 2012, p. 206). The researcher can also find 
people who are willing to provide information that is related to their knowledge or 
experience (Long, 2005). Moreover, with purposive sampling, the researcher could 
be active in contacting the proposed participants with low cost and flexible time 
frames. Thus, purposive sampling was the most suitable choice of sampling for this 
study. 
4.5.1 Workplace sites 
For workplace sites, two petroleum companies in the south of Vietnam, 
named as Company 1 and Company 2, were approached for Phase 1 of the study, 
which was designed to investigate authentic in situ workplace communication. The 
companies were chosen since they are joint-venture petroleum companies employing 
a multinational, multilingual workforce and using English as the official language for 
all official communication. In other words, English is used as the lingua franca in 
these petroleum companies. Moreover, they are representative of the Vietnamese 
petroleum industry since they are two of the largest joint ventures and play a crucial 
role in the industry and in Vietnam’s industrial development. These companies 
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belong to the petroleum exploration and production sector, the heart of the 
Vietnamese petroleum industry. With these features, the two companies were 
suitable for the focus of this study: workplace communication needs of the 
Vietnamese petroleum industry where English is used as a lingua franca. 
More detailed descriptions of these companies are presented below. 
Company 1 
Established in the 1990s, Company 1 is one of the largest joint-venture 
petroleum companies in Vietnam. Given that this is a joint-venture company between 
Vietnam and two other countries in Asia and Europe, English has been used as the 
lingua franca in most official communication situations. In Company 1, most 
petroleum engineers and technicians are staying and working on oil rigs offshore 
while all of the exploration and production activities on the oil rigs are controlled by 
the company headquarters onshore. Therefore, many communication situations in the 
English language take place every day among and between staff, both offshore and 
onshore. A large number of foreign staff worked for Company 1 in the past, but have 
recently been mostly replaced by Vietnamese people due to the company’s 
localisation policy regarding human resources. However, the English language has 
still kept its dominant role as an official language in most workplace communication 
situations in this company. 
Company 2 
Company 2 was established in the 1980s and is a joint venture between 
Vietnam and a European country. It has become one of the leading oil producers in 
Vietnam. Company 2 has built an infrastructure and technical system that serves the 
development of the Vietnamese petroleum industry. A synchronised, complete and 
advanced technical system has been set up offshore to supply oil and gas production. 
Inland swamps with wild aegiceras have been replaced by a complex of installations, 
workshops, warehouses, and port logistics facilities that has ensured the petroleum 
exploration and production of this company and the Vietnamese petroleum industry 
during the last two decades and for the future as well. 
Furthermore, Company 2 has become the main force in Vietnam’s petroleum 
industry and economy. Three oilfields with commercial oil were discovered and 
brought into production with low exploration costs, as well as four adjacent 
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structures with hydrocarbon indications. In particular, the discovery of a big oil 
reservoir in one of the three oil fields has been an essential factor to increase oil 
output, and at the same time to attract foreign investment into the Vietnamese 
petroleum industry. To date, Company 2 has produced almost 200 million tons of 
crude oil from a number of different oilfields. A large percentage of Vietnam’s oil 
and gas have come from this company, bringing Vietnam to the 3rd ranking in oil 
production and export in South East Asia. Up till now, Company 2’s total crude-oil 
turnover is over $30 billion (USD), contributing over $20 billion (USD) to Vietnam’s 
state budget (22-25% state income). 
In addition, Company 2 has become the driving force for the development of 
the central and local industry and service, and has played an important role in 
bringing the internal force of Vietnam’s economy into play. Since 1995, the supply 
of gas from the biggest oil field to shore has brought with it the establishment and 
development of energy, fertiliser chemicals, and fuel gas industries in the local 
provinces, as well as shipping repairs, port and warehouse services, agencies for 
petroleum product distribution, and improving tourism. 
In Company 2, Russian, Vietnamese and English have been used for 
workplace communication. In communication situations where foreigners take part, 
English is always used, especially between staff offshore and onshore to discuss 
mostly technical issues related to exploration and production activities.  
Participants from workplace sites 
In order to explore the workplace communication needs in the two 
companies, specifically the needs of their petroleum engineers, the researcher 
approached various employees based on the different roles they played within the 
company. These participants were “information rich” (Patton, 1990, p. 169) and so 
helped to ensure a comprehensive description of workplace communication needs 
from different perspectives. Thus, these multiple informants provided source 
triangulation in this qualitative study in order to make “substantial strides in 
overcoming the skepticism” associated with a singular source (Patton, 1999, p. 
1193).  
A total of twelve workplace participants, including eight petroleum engineers 
and four managers in the two companies, were chosen for data collection. The 
 Chapter 4: Research Methodology 107 
petroleum engineers were key participants because they provided useful information 
about the kinds of knowledge required for their job. The petroleum engineers were 
Vietnamese and included four who were working onshore, and four working offshore 
in the two companies. They included inexperienced engineers with one-plus-year of 
working experience and experienced staff with five-plus-years of working experience 
at the time of data collection. All of them were interviewed for their views on the 
communication needs of the petroleum field in general, and specifically their own 
company. They were also provided with a list of language/communication situations, 
as shown in Table 2.1 in Section 2.2.4 (p.32), and then asked to specify which 
communication situations they frequently engaged with in their workplace context.  
The managers in the two companies were two technical managers and two 
human resource managers. As managers, they had certain requirements for their 
employees’ communication performances. Technical managers who were in direct 
charge of their employees were aware of what communication requirements were 
needed by their employees to conduct specific tasks. Human resource managers who 
had the duty of recruiting suitable employees for their company had views about 
communication related to the company’s language and communication policy. The 
perception of these managers enabled the triangulation of information and built a 
more detailed and comprehensive picture of petroleum industry communication 
demands. 
4.5.2 The university site 
NKU (pseudonym), a Vietnamese private university, was selected as a 
research site in this study because the university ran a petroleum engineering 
program and was located in a city in southern Vietnam where most petroleum 
companies are located.  
NKU has more than ten faculties, including the Faculty of Chemical 
Engineering and Food Technology. In the Faculty of Chemical Engineering and 
Food Technology, petroleum engineering is one of the main training focuses. This 
petroleum engineering program aims to provide students with a strong foundation, 
knowledge and skills in petroleum engineering so as to meet the demand of the 
country's modernisation and the petroleum industry development of Vietnam. It is 
expected that the students graduating from the petroleum engineering program will 
have capabilities in design, research, scientific creativity, and management in the 
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field of petroleum engineering. Petroleum engineering graduates would be able to 
work for subsidiary units of PetroVietnam (PVN), local and foreign petroleum 
companies, universities, and the research institutes of related fields.        
The petroleum engineering program at NKU includes an English language 
program to prepare students with English language proficiency to work in English-
speaking workplace contexts. These language programs begin with General English 
1 and 2, which are taught in petroleum engineering students’ first and second 
university years and followed by an English for Petroleum Engineering (EPE) course 
in the third year. To be able to participate in the EPE course, the petroleum 
engineering students are required to have an English language background in the two 
previous General English courses and subject knowledge in the petroleum industry in 
advance.  In addition to English language education, for workplace communication 
preparation, the petroleum engineering students are also equipped with soft skills 
(communication and team work skills) in soft skill classes, and knowledge of the 
workplace is shared by invited local petroleum engineers. Both these sources of 
knowledge and skills are instructed in the Vietnamese language. At the end of the 
EPE course, the petroleum engineering students are expected to be able to function 
effectively in English-speaking workplace contexts. They should be able to use 
English fluently in communication, work and research. They need to write, speak, 
organise and present information, research results, designs, and inventions 
effectively. Moreover, they need to be able to work in a team; to organise scientific 
research and to implement applied projects.  
Participants from the university site 
At the university site, the researcher focused on exploring what kinds of 
knowledge were taught in the EPE curriculum based on the views of one academic 
coordinator, one EPE teacher, and five EPE students.  She also employed classroom 
observation and document analysis. Therefore, the academic coordinator, the EPE 
teacher, and the five EPE students at NKU were chosen as participants in the 
university site. Firstly, the academic coordinator was chosen purposively as she was 
the person who was responsible for designing the EPE curriculum at NKU, where 
curriculum development was done at the level of faculties. She was also in charge of 
renewing and reviewing the curriculum.  
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Secondly, the EPE teacher was a key factor in giving perceptions about the 
practice of the EPE course since she was the person who directly worked with the 
curriculum through design, development and instruction. Moreover, this teacher also 
had ideas for possible minor changes to the curriculum. It is argued that curriculum 
academic coordinators are usually in charge of offering structural support for 
innovating the curriculum in terms of time and resources. Teachers, on the other 
hand,  “are responsible for putting changes into practice on a day-to-day basis, and 
for reporting back on progress” (Brindley, 1990, p. 246). Certainly, the EPE teacher 
played a crucial role in conducting the EPE curriculum successfully. 
The other participants were the EPE students who were studying an 
undergraduate course in petroleum engineering at NKU and also learning the EPE 
course in their third year of university study at the time of data collection for this 
research. As mentioned above, the EPE students were asked to finish two previous 
General English courses including General English 1 and General English 2, and 
basic subject courses on petroleum engineering in the first two years of university.  
 Table 4.1 summarises the research sites and participants in the study, and the 
focus now turns to describe how the data in this study was collected. 
Table 4.1 
Research sites and participants of the study 
Research 
sites Participants Numbers       Descriptions  
Two 
companies 
Managers 2 Technical 
managers 
Working directly with petroleum 
engineers 
2 Human Resource 
managers 
Recruiting suitable petroleum 
engineers based on the 
company’s recruitment policy  
Petroleum 
engineers 
4 Vietnamese 
petroleum 
engineers working 
offshore 
Inexperienced engineers with 
one-plus-year of working 
experience  
Experienced engineers with 
five-plus-years of working 
experience 
4 Vietnamese 
petroleum 
engineers working 
onshore 
Inexperienced engineers with 
one-plus-year of working 
experience  
Experienced engineers with 
five-plus-years of working 
experience 
NKU Academic 
coordinator 
1 Designing the 
EPE curriculum 
 
EPE teacher 1 Teaching the EPE 
curriculum 
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Research 
sites Participants Numbers       Descriptions  
EPE 
students  
5 Third-year 
students 
Studying the EPE course 
           Total 19   
4.6 DATA COLLECTION 
In order to ensure the trustworthiness and precision of the research findings, 
triangulation of numerous data collection methods such as interviews, classroom 
observations, company and university documents and audio recordings of daily calls 
in the two companies was applied in this study. Specifically, in the workplace sites, 
data was collected from (1) semi-structured interviews with the petroleum engineers 
and their employers, (2) collecting company documents, such as requirements or 
policies related to workplace communication, and other documents in which English 
was used, such as emails, procedures and daily reports, and (3) audio recordings of 
daily calls between onshore and offshore petroleum engineers in the two companies. 
Emails and daily calls were the key focus of analysis in the workplace sites since 
they are the genres that petroleum engineers use in workplace communication in the 
two companies. Every day they write emails to their co-workers and join in daily 
calls between offshore and onshore staff to discuss technical issues. 
 A variety of data collection methods were also used at the university site, 
including (1) observing the EPE classroom, (2) semi-structured interviews with the 
EPE teacher and the academic coordinator, and a focus group semi-structured 
interview with the EPE students and (3) gathering documents related to the EPE 
course, such as the teaching proposal, test papers, textbooks and handouts. Table 4.2 
summarises the data collected from the participants at both research sites. The data 
collection methods are discussed in detail in the following sections. 
Table 4.2 
Summary of data collection methods and participants 
Data 
collection 
methods 
Workplace sites University sites 
Interviews Petroleum engineers (semi-structured & 
individually)  
Employers (semi-structured & 
individually)  
 
Academic coordinator (semi-structured &  
individually) 
EPE teacher (semi-structured & individually) 
EPE students (semi-structured & focus 
group) 
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Data 
collection 
methods 
Workplace sites University sites 
Document 
reviewing 
Language and communication policies 
Daily reports 
Emails  
Procedures 
Teaching proposals 
Textbooks 
Handouts 
Test papers 
Classroom 
observations 
                                    X EPE classes (6 teaching periods of 45 
minutes, video recording & taking notes) 
Audio 
recordings of 
daily calls 
Audio recordings of daily calls between 
offshore and onshore petroleum engineers 
 
X 
 
4.6.1 Interviews  
Interviews are considered a qualitative research tool to gather data from 
individuals’ opinions and beliefs about their practices and as the quickest ways of 
identifying what individuals think or do (Long, 2005). In order to understand the 
kinds of knowledge needed for workplace communication in the companies and 
taught in the university, collecting ideas from the company and university 
stakeholders through interviews is the quickest way. 
Moreover, with interviews, qualitative researchers can have in-depth 
information that they cannot collect from other data collection methods (Merriam, 
1998). While other data collection methods (such as audio recordings of daily calls 
and document reviewing in the companies, and classroom observations and 
document reviewing in the university) were also useful to explore the workplace and 
university practices respectively in the study, the researcher could not know the deep 
nature of those practices. For example, observing the EPE class and analysing the 
textbooks could help the researcher see which kinds of knowledge were and were not 
taught, but she could not know the deep nature of such teaching practices until she 
interviewed the EPE teacher and the academic coordinator, which contributed to a 
deeper understanding of the university practice (Merriam, 1998). 
In Phase 1, ideas and perceptions of the kinds of knowledge needed for 
workplace communication in the petroleum contexts were attained from the 
interviews with petroleum engineers and their employers in the two joint-venture 
companies. Interviews with the university participants, including the EPE teacher, 
the academic coordinator and five EPE students, were also appropriate to examine 
the kinds of knowledge taught in the EPE curriculum at NKU in Phase 2.  
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In a qualitative research study, the aim is not to acquire data that is 
generalisable to a large population. Instead, a qualitative study aims to achieve a rich 
description of the topic under research. Therefore, this study chose a total of 19 
participants, including eight petroleum engineers and four employers in the 
workplace site, and one EPE teacher, one academic coordinator and five EPE third-
year students in the university site. It was believed that these participants were able 
to give rich data about the research topic. According to Romney, Batchelder, and 
Weller (1986), small samples can adequately provide comprehensive and precise 
information in particular contexts if the participants have a definite degree of 
knowledge about the inquiry domain. 
Interviews can be structured, unstructured or semi-structured (Harrell & 
Bradley, 2009), but semi-structured interviews were chosen in Phase 1 and Phase 2 
due to their flexibility. These interviews followed the same structure to manage and 
guide the process (Gillham, 2005; Lincoln & Guba, 1985; Mason, 2004). Semi-
structured interviews are usually applied “when the researcher wants to delve deeply 
into a topic and to understand thoroughly the answers provided” (Harrell & Bradley, 
2009, p. 27) by asking more questions for “more extensive responses” (McDonough 
& McDonough, 1997, p. 187). While unstructured interviews permit interviewees to 
share their understandings of a case as easily and openly as possible, semi-structured 
interviews can support the association of the interview with a study’s purpose by 
using several formalised questions (Fontana & Frey, 2003). In this study, semi-
structured interviews provided the researcher with flexibility in exploring the 
participants’ ideas and thoughts of the workplace and university practices without 
ignoring the focus of the research plan (Gillham, 2005). 
Moreover, semi-structured interviews were used because they are “more like 
ordinary conversation” (McDonough & McDonough, 1997, p. 172) that permits 
“deeper interactions and more personalised responses” (T. C. L. Nguyen, 2003, p. 
37). The interviewees could feel comfortable to respond to interview questions 
without having the fear that they had to answer a set of fixed questions (Seliger & 
Shohamy, 1989). In such a conversation-like interview, the researcher would have a 
chance to discover as much truth about the existing EPE university curriculum and 
the industry’s workplace communication needs as possible to identify the alignment 
of that curriculum with the industry needs (Douglas, 1985). This was crucial for the 
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researcher in her collection of data. In Vietnamese culture, interviewees are not 
enthusiastic to share their thoughts, opinions and experiences, especially when the 
questions are very sensitive to them.  They will be unlikely to provide information 
until they have had a chance to talk intimately with the interviewer. 
For the semi-structured interviews, two different sets of core questions were 
developed and used in Phases 1 and 2. Moreover, in each phase, the participants were 
also asked customised questions appropriate to their particular knowledge. For 
example, all the university participants were asked core questions regarding the kinds 
of knowledge taught in the EPE course. However, several more specific questions 
concerning the curriculum design were presented to the EPE teacher and academic 
coordinator. The dissimilarities in the number of the extended questions resulted in 
interviews that varied in length. Some interviews were only 13 or 16 minutes long, 
while others were up to 45 minutes; the average was 30 minutes. 
While most of the participants in the study were interviewed individually, a 
focus group interview was applied for a small group of five EPE students to 
investigate the practice of EPE learning and teaching based on the students’ views. 
Such a focus group interview was chosen “to collect shared understanding from 
several individuals as well as to get views from specific people” (Creswell, 2014, p. 
217) in a “permissive and nurturing environment” (Marczak & Sewell, 2002, p. 1). 
The researcher believed that in a focus group interview, the students could feel 
comfortable and talk freely about what they perceived and thought about the existing 
curriculum in interactive groups (J. M. Green, Draper, & Dowler, 2003; D. Ho, 2006; 
Krueger & Casey, 2000; Rabiee, 2004), since Krueger and Casey (2000) argue that 
while self-disclosure is natural and comfortable for some adolescents, it needs trust 
and effort for others. Moreover, a focus group interview could help the researcher to 
save much time but attain a comprehensive picture of EPE teaching and learning 
practice from the students’ views, which was another benefit of focus group 
interviews (Creswell, 2014; Simons, 2009). 
Validation of interview data 
Neuman (2000) considers that interviewees might have different 
understandings of the same question, which may be caused by the language’s 
ambiguity, word usage, or word arrangement in the interview questions. Therefore, it 
is recommended that the interview questions should be trialled before the actual 
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interviews to avoid that problem (Bell, 1999). The trial results were evaluated and 
the interview questions were checked for appropriateness. Necessary revisions to the 
questions were conducted prior to the real interviews (Gay, Mills, & Airasian, 2009; 
Gillham, 2005). 
In the present study, the interview questions were trialled with one participant 
from each group. For workplace trials, the researcher invited two acquaintances, who 
were one petroleum engineer in Company 1 and a technical manager in Company 2, 
to participate in her interview trial. At the university site, due to working in a 
comprehensive university with 10 faculties, the researcher could easily invite her 
colleagues in other faculties to take part in her interview trials. The researcher sought 
input from an ESP teacher who was in charge of teaching English for Information 
Technology and the academic coordinator in the Faculty of Information Technology 
at NKU. In order to trial the focus group interviews with the five EPE students, 
before the real interview, five other EPE students were invited to be interviewed in 
the trial session.  
From the trials, some recommendations and adjustments on conducting 
interviews were made. Due to the trials, the researcher recognised that the terms she 
used in the original interview questions, such as textual knowledge, participant 
knowledge, global, organisational, and institutional knowledge and social action 
knowledge, might be difficult for participants to understand and require explanation 
before the interview. Therefore, in order to conduct interviews successfully, the 
researcher made some adjustments, including using simple words and asking indirect 
and more specific questions instead. For example, in order to examine whether a 
petroleum engineer required participant knowledge in his workplace communication, 
the researcher used a core interview question such as, “Is it necessary for you to 
know a lot about the person you want to write an email to, for example, his age, job 
status, or culture to have effective email communication?” If the trial participant 
gave brief answers like ‘yes’ or ‘no’, this was not enough for the interviewer to have 
a deep understanding of the practice of his using participant knowledge in writing 
emails. In this case, probing questions were used to get more information from the 
interviewee. 
According to Creswell (2014) and Lichtman (2010), probes could be used to 
elicit more information. Probe questions are defined as “subquestions under each 
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question that the researcher asks” to “clarify points or to have the interviewee expand 
on ideas” (Creswell, 2014, p. 220). Accordingly, there are two kinds of probes 
including clarifying probes and elaborating probes (Creswell, 2014). To have in-
depth understandings of her interviewees’ answers in the current study, the 
researcher decided to use probe questions to ask them to explain and clarify what 
they pointed out when necessary. For instance, also in the situation above, if the 
trialled interviewee answered briefly “no” without any explanation, he would be 
asked a clarifying probe question, such as, “why do you think it is not necessary?” 
and an elaborating probe such as, “Could you please explain your answer more?” 
Furthermore, the researcher thought that it would be better if the participants 
were prepared for questions about certain ideas and concepts when going to their 
actual interviews. Thus, before the actual interviews, the core interview questions, 
excluding probe questions, were sent to participants via email to attain an 
informative interview. In addition to using core and probe questions in the semi-
structured interviews, the researcher also used interview protocols to ensure that the 
interviews usually focused on the main topics (Patton, 2002; Silverman, 2010).   
Interview Protocols  
An interview protocol is considered as more than a list of interview 
questions; it also includes settings and procedures, which help to conduct an 
interview appropriately and consistently (Creswell, 2012; Jacob & Furgerson, 2012; 
Lichtman, 2010). The interview’s settings include the interview’s time, date and 
place, and some brief information about the interviewee. Procedures of the interview 
included in the interview protocol help to ensure including all important steps of the 
interview (Lichtman, 2010). An interview protocol also includes a script of what is 
said before the interview and at the end of the interview.  
In this study, at the beginning of all the interviews, the scripts reminded the 
interviewer/researcher to share with the interviewee major details about her study, 
such as what she was studying and why she was studying it. At the end of the 
interview, the scripts reminded the interviewer/researcher to provide her contact 
information and to refer interviewees to her for potential future contact to clarify 
information, asking more questions, or performing member checking (Jacob & 
Furgerson, 2012). Moreover, the script prompted the interviewer/researcher to thank 
the interviewees and assure them of the confidentiality of their responses, which 
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could help to establish good rapport with the interviewees (Creswell, 2012). The scripts 
also prompted the interviewer/researcher to collect consent forms from the 
interviewees, and prompts for the information that should be collected (Jacob & 
Furgerson, 2012). In particular, a list of 18 language/communication situations (as 
mentioned in Section 2.2.4) was used to identify the language/communication 
situations in which the petroleum engineers participated in the two companies and 
that were taught in the EPE course at NKU. Therefore, this list was also mentioned in 
the interview protocols used in the workplace and university sites. An example of an 
interview protocol employed in this study can be found in Appendix A. 
Conducting the interviews  
Before conducting the interviews in this study, the core questions were sent to 
the interviewees prior to their actual interviews via email so that they had time to 
prepare responses. Sending the interview questions to the participants beforehand 
also helped to save time for the actual interviews. By providing the participants with 
the questions in advance, the basic features of the semi-structured interviews were 
not changed. The researcher was still able to expand and accommodate the 
interviews according to what was responded by the interviewees.  
It should be noted that most of the interviews used in this study were 
conducted in the Vietnamese language because Vietnamese is the mother language of 
all the participants, which could help them to express all their ideas and thoughts 
completely. Regarding the location and time for the interviews, they were arranged 
according to the convenience of the interviewees. Most of the interviews took place 
in the participants’ place of work. The interviews with the academic coordinator, 
EPE teacher and EPE students were conducted at NKU after each classroom 
observation. This helped these university participants and the researcher to save time 
to go to the interview place. All the six workplace participants working onshore were 
interviewed in their companies, while four others working offshore were invited for 
an interview at the researcher’s campus because they had no private offices onshore.  
Setting up the time for the interviews with the workplace participants was 
challenging to the researcher because all of them were very busy with their work. 
Especially, the participants working on the oilrigs could only take part in the 
interviews when they finished their job offshore after one month. The researcher 
tried to accommodate their time convenience for an interview. All the interviews in 
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this study were conducted in the south of Vietnam between 10 February 2015 and 10 
April 2015.  
4.6.2 Classroom observations 
Creswell (2008) defines observation as a process of getting information by 
observing what is happening in research sites. This method is usually applied for data 
collection in qualitative research. It helps qualitative researchers to collect live data 
in natural situations (Cohen, Manion, & Morrison, 2007; Creswell, 2012; Denzin & 
Lincoln, 2011; Patton, 2002).  
In this study, classroom observation was used to obtain data about the lived 
experience of teaching EPE in order to understand its teaching objectives, content, 
methods and activities. The classroom observations also provided insights into 
student engagement and opportunities for meaningful communication practice. 
Classroom observations also helped the researcher to cross-check the data collected 
in the interviews with the university stakeholders and also the document analysis 
(Simons, 2009).  
Also, with classroom observation, the researcher could record the events and 
incidents observed, which created a diverse description of the structure and delivery 
of teaching methods and classroom activities that support students to successfully 
integrate into their future multinational workplaces. Moreover, the researcher could 
recognise the norms as well as values in the culture of the classroom or university, 
which are considered to have profound influence on EPE teaching and learning.  
The EPE course consisted of 25 periods of 45 minutes across five weeks of 
Term 2 in 2014. Each week, the EPE students had to study five periods on Tuesday. 
This class was observed in Week 1, Week 3 and Week 5 – a total of six teaching 
periods. Different language knowledge and skills were taught in these weeks. 
Choosing these days enabled the researcher to gain a comprehensive picture of the 
EPE curriculum. Each week, the first two teaching periods on Tuesday were 
observed. However, in Week 1, the researcher started observing the class in Teaching 
Period 3 and 4 since she wanted to spend the first two periods testing her recording 
equipment in the class. This time provided the EPE teacher and the students with an 
opportunity to get used to the researcher being in the classroom before she began 
collecting the data.  
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For this observation, the six teaching periods of 45 minutes in the EPE class 
were video recorded and the researcher took notes from beginning to end. This was 
essential to avoid missing any incidents of teaching kinds of knowledge needed for 
workplace communication that might happen at any time of the lessons. Video 
observation was beneficial to capture the non-verbal interactions between students 
and the teachers and among students, such as eye contact, facial expressions, and 
body language (Simons, 2009). Moreover, video recordings helped to ensure the 
truthfulness of the data collected and to avoid misreporting what had been said in the 
class (Simons, 2009). As a non-participant observer, the researcher sat at the back of 
the classroom to avoid distracting the students. A classroom observation schedule 
(Appendix B) was also used to ensure that the main topics were focused on during 
the observations. Each session of classroom observation incorporated the following 
features: 
o Teaching content 
§ Textual knowledge 
§ Participant knowledge 
§ Social action knowledge 
§ Global, institutional and organisational knowledge 
o Classroom activities (Authentic? Real-life-like performance? Group 
work or individual work?) 
o Teaching and learning methods 
o Teaching and learning materials  
4.6.3 Document reviewing 
In qualitative research, collecting documents is usually combined with other 
research methods to “seek convergence and corroboration” to reduce the potential 
biases found in a single method (Bowen, 2009, p. 28). Documents are a useful data 
source. They can be public documents, for example meeting reports, student 
textbooks, syllabi, strategic plans, official memos, institutional regulations, or 
advertisements (Creswell, 2008, 2014). Documents can also be private documents 
such as journals or personal notes.  
In this study, the document data source was mainly used to triangulate and 
elaborate upon the findings from interviews, audio recordings of daily calls and 
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classroom observations (Hancock & Algozzine, 2006; B. Johnson & Christensen, 
2008). In the first phase of the study, to explore the kinds of knowledge used for 
workplace communication in the two companies, workplace documents were 
collected. These documents included company requirements and policies related to 
workplace communication, eight daily reports, eight procedures and eight typical 
emails written by eight petroleum engineers to their colleagues and bosses in two 
companies in April 2015. These documents were used to corroborate evidence and 
support the findings from the interviews with the company stakeholders (Bowen, 
2009; Merriam, 1998). These documents could also help the researcher strengthen 
the argument about the workplace communication needs in the petroleum industry.  
Of particular importance was a corpus analysis, which the researcher 
conducted in order to attain a deeper understanding of vocabulary knowledge, which 
is an aspect of textual knowledge needed for workplace communication in the two 
petroleum companies. A corpus of 32,000 running words from emails and daily calls 
in the two companies was developed. Therefore, in addition to the eight emails as 
mentioned above, more (over 200) emails written by the petroleum engineers to their 
colleagues in the two companies were collected. 
In Phase 2 of this study, documents such as the teaching proposal of the EPE 
course, teaching materials like textbooks and handouts, and test papers were 
collected to verify the findings from the interviews with the EPE teacher, academic 
coordinator and EPE students and from the classroom observations. The teaching 
proposal of this course contains information on its teaching objectives, teaching 
content outline, pre-required language and specialised knowledge level, assessments, 
students’ duty, teaching and learning materials, and syllabus. 
With the university document data, the researcher could gain a deeper 
understanding into the practice of EPE teaching and learning at NKU. The researcher 
tried to find out what kinds of knowledge the EPE curriculum focused on to equip 
the EPE students for their future workplace communication. She also recorded her 
evaluation in the evaluation forms.  
All the research participants in both research sites sent the required 
documents to the researcher electronically after they were informed clearly about the 
research purposes of those documents in their interview. The documents collected 
from Company 1, Company 2 and NKU are listed in Table 4.3. The actual names of 
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these documents were replaced by pseudonyms to protect the identity of the research 
sites. Labels in brackets were given to these documents for quick identification in the 
data analysis. In Table 4.3, not all required documents were available in the research 
site, so company policies or requirements related to workplace communication were 
not collected in Company 2 and marked X. 
Table 4.3 
Documents collected from the company site and the university site 
Company 1 Company 2 NKU 
General requirement and 
policy (CO1-Policy)                                               
Emails by petroleum engineers 
to their colleagues (CO1-
Email)                           Daily 
production reports by 
petroleum engineers (CO1-
Report) 
X 
Emails by petroleum 
engineers to their colleagues 
(CO2-Email)                        
Daily production reports by 
petroleum engineers  (CO2-
Report) 
Teaching proposal of the EPE 
course (EPE-Proposal)  
Textbooks used in the EPE 
course (EPE-Text book)  
Handouts used in the EPE 
course (EPE-Handout)      
Test papers used in the EPE 
course (EPE-Test paper) 
 
4.6.4 Audio recordings of daily calls 
As mentioned above, a corpus analysis was employed to attain a deeper 
understanding of what kinds of words played an important role in workplace 
communication in the two petroleum companies. Therefore, a corpus was developed 
from emails and daily calls in these two companies. In addition to emails, audio 
recordings of daily calls in the companies were also collected. These daily calls were 
conducted between groups of petroleum engineers working offshore and onshore in 
the two companies to discuss technical issues.  
The audio recordings of over ten daily calls in the two companies in April 
2015 were collected from two petroleum engineers in these companies who also took 
part in the calls. At the end of the interviews with these participants, the researcher 
introduced them to the reasons for collecting audio recordings of the daily calls. Each 
of them was given a 16GB digital voice recorder and instructed in how to use it. The 
participants were also asked to place the audio recorders on a soft surface in a 
suitable place where the calls could be recorded with the best quality. All the daily 
calls in the first two weeks of April 2015 were audio recorded from beginning until 
end. The participants were asked to check the quality of the first recording to do 
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some appropriate adjustments to be able to obtain the others with better quality. The 
two recorders with audio files of ten daily calls of both companies were collected by 
the researcher in the following week.  
In sum, this study employed various data collection methods, such as 
interviews, classroom observations, document reviewing and audio recordings of 
daily calls, in order to achieve a thick description of the workplace communication 
needs of the two joint-venture petroleum companies and a deep understanding about 
the current EPE curriculum at NKU based on the theoretical framework identified in 
Chapter 3. With these findings, the researcher could discuss the alignment between 
the workplace communication needs and the university curriculum provision and 
suggest some recommendations for improving the existing EPE curriculum at NKU 
particularly and ESP teaching and learning in general. After data collection, the 
researcher gathered two sets of data sources, as illustrated in Figure 4.2. 
 
Figure 4.2. Summary of all the data sets in the study. 
4.7 DATA ANALYSIS AND INTERPRETATION 
In the words of Simons (2009), no given rules or procedures are set for all 
data analysis approaches because these approaches are not always the same. 
However, it has been commonly agreed that transcribing, coding, categorising, and 
identifying emergent themes are usually four basic steps in a data analysis approach 
(Ary, Jacobs, Sorensen, & Walker, 2013; Braun & Clarke, 2006; Creswell, 2007, 
2014). For analysing the data in this study, steps suggested by Ary et al. (2013) were 
employed, namely (1) organising, familiarising, transcribing and translating; (2) 
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coding and reducing; and (3) interpreting and presenting. The researcher used these 
stages to analyse the data attained from the interviews with workplace and university 
participants, audio recordings of daily calls in the companies, classroom 
observations, and reviewing company and university documents. These stages are 
described in the following sections. 
4.7.1 Organising and familiarising 
As the first stage in data analysis, the researcher started with organising and 
familiarising herself with all the data sources in the study, which included (1) audio 
files of the interviews with company and university participants, and of the daily 
calls in the companies; (2) video files of classroom observations; and (3) documents 
from the company and university sites. All these data sources were organised in both 
paper files and electronic files stored in a computer. Then, the researcher familiarised 
herself with all the data by doing the following:  
• listening to each of the audio recordings of the company and university 
interviews and audio recordings of daily calls in the companies. 
• watching each of the video recordings of classroom observations. 
• reading each of the company and university documents.  
These activities were repeated two times to attain a comprehensive 
understanding of all the data sets. After this process, transcribing the audio files of 
the interviews, and daily calls and video files of classroom observations was 
conducted.  
Data transcription 
The researcher transcribed all the audio files of the interviews and the video 
files of classroom observation in Vietnamese by herself, which could make her 
“become closely familiar with the data” (King & Horrocks, 2010, p. 143). However, 
the audio recordings of the daily calls in the companies were transcribed separately 
by a professional transcriber and a petroleum engineer with deep technical 
knowledge. Then, the researcher compared and merged the two transcriptions to 
ensure the highest rate of accuracy in the transcription. Given the technical nature of 
daily calls in the petroleum companies, the petroleum engineer with specialised 
knowledge in the petroleum field could ensure the accurate transcription of technical 
terms in the calls.  
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The process of transcription was followed by transcription conventions 
suggested by K. Nagy and Robertson (2009) in which the length of pauses in seconds 
and inaudible utterances were noted, as shown in Table 4.4.  
Table 4.4 
Translation conventions used in interviews, audio recordings of daily calls and classroom 
observations 
 
 
 
 
In order to ensure the research sites and participants’ identities and to support 
the researcher to quickly identify excerpts from a specific site and participant, labels 
were used to distinguish different participants (Rubin & Rubin, 2005), as shown in 
Table 4.5 (the labels were placed in brackets). For example, while the Technical 
Manager 1 in Company 1 was identified as CO1-SUP1, Petroleum Engineer 2 in 
Company 2 was labelled as CO2-PE2. Using labels also helped the researcher to be 
unbiased in analysing the data since she was not hooked on the personalities behind 
the names (Gibbs, 2007). The transcripts of daily calls were also labelled for quick 
identification and confidentiality reasons. For example, the first daily call in 
Company 1 was labelled CO1-Call1, and CO2-Call1 for the one in Company 2. 
Proper names in all the data were also replaced with pseudonyms. 
Table 4.5 
Research participants of the study 
 
Int  
PE 
Emp 
Tchr  
Ac Cor 
(1.0) 
xxx 
Interviewer  
Petroleum engineer 
Employer 
Teacher 
Academic coordinator  
Pause in seconds 
Inaudible 
Workplace sites University sites 
Company 1 Company 2 NKU 
Technical manager (CO1-SUP1) Technical manager (CO2-SUP1) EPE teacher (NKU-Tchr) 
Human resource manager (CO1-
SUP2) 
Human resource manager (CO2-
SUP2) 
Academic coordinator (NKU-AcCor) 
Petroleum engineer 1 (CO1-PE1) Petroleum engineer 1 (CO2-
PE1) 
Petroleum engineering student 1 (NKU-Stu1) 
Petroleum engineer 2 (CO1-PE2) Petroleum engineer 2 (CO2-
PE2) 
Petroleum engineering student 2 (NKU-Stu2) 
Petroleum engineer 3 (CO1-PE3) Petroleum engineer 3 (CO2-
PE3) 
Petroleum engineering student 3 (NKU-Stu3) 
Petroleum engineer 4 (CO1-PE4) Petroleum engineer 4 (CO2-
PE4) 
Petroleum engineering student 4 (NKU-Stu4) 
  Petroleum engineering student 5 (NKU-Student 5) 
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Member checking was conducted to maintain the validity, reliability and 
credibility of the transcripts of the workplace and university interviews, daily calls 
and classroom observations (Simons, 2009). All the transcripts were sent via email 
back to the participants at each research site and checked for exactness by them. 
Following this, the transcripts of the interviews were translated into English.  
Translation 
It has been commonly known that no translation is completely exact due to 
the risk of dealing with two languages (Lopez, Figueroa, Connor, & Maliski, 2008; 
Wong & Poon, 2010). While the core meaning may be kept, the meaning’s subtle 
degrees may be lost (Baker, 1992). Therefore, to ensure the credibility of the 
translations, a back-translation procedure (Liamputtong, 2010) was applied in this 
study. The interview transcripts were translated from Vietnamese into English first 
by a professional translator and then translated back into Vietnamese by another 
professional translator without knowing the original Vietnamese version. The two 
versions of these translations were then checked by the researcher, who is a 
Vietnamese-English bilingual. The similarity at the sentence level between the two 
versions was found to be 96.89%, which required minor changes to obtain a common 
version of transcripts. 
At the end of this stage, all the data, including transcripts of the company and 
university interviews, classroom observations, daily calls, and company and 
university documents were in Word documents in English, so they were ready for the 
next stage of coding and reducing for thematic analysis and corpus analysis.  
4.7.2 Coding and reducing 
Before describing the second stage of data analysis of this study in detail, key 
terms used in the data analysis like codes, categories, and themes are clarified. Codes 
are labels which are used “to describe a segment of a text” [data] (Creswell, 2012, p. 
244) and “the most basic segment, or element, of the raw data or information that can 
be assessed in a meaningful way regarding the phenomenon” (Boyatzis, 1998, p. 63). 
Categories are defined as one level of abstraction above the initial codes. Themes are 
groups of the categories that have been analysed in light of the research questions. 
They can be inspired by a set of theoretical ideas already generated by the researcher 
through the theoretical framework (Gomm, 2004). For instance, WTechVoc 
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(technical vocabulary) and WHiFreVoc (high frequency vocabulary), which were 
initial codes, were gathered into a category named vocabulary in the companies. In 
this category, a theme could be generated: Not only technical words but also high 
frequency words played an important role in the two petroleum companies. This 
theme was associated with the research question regarding what kinds of knowledge 
were required for workplace communication in the two joint-venture petroleum 
companies.  
In the second stage of data analysis, coding is a process in which the data is 
broken down into segments and is labelled with a name (Simons, 2009). Before 
initially coding all the data sets in both workplace and university sites in the forms of 
transcripts and documents, as shown in Figure 4.2, all these transcripts and 
documents were read and re-read by the researcher to obtain an overall 
understanding of the data (McMillan & Schumacher, 2010). After that, the researcher 
scanned them carefully for words, phrases and sentences to identify concepts and 
events that were likely to be important and appeared regularly (Ary et al., 2013). 
These units of meanings were labelled with initial or a priori codes, which were 
derived from the theoretical framework and produced before the data analysis (B. 
Johnson & Christensen, 2014). Most of the a priori codes were developed based on 
Huhta et al.’s (2013) model of professional communication, as shown in Section 3.3. 
These are briefly outlined below: 
• Textual knowledge 
§ communication situations 
§ genres 
§ grammar 
§ vocabulary 
• Social action knowledge 
§ cultural considerations 
§ discourse community alignment 
§ tacit/implicit transfer 
§ improvisation 
§ expressions of trust 
§ verbal/non-verbal communication 
• Participant knowledge 
§ age 
§ career history 
§ job profile 
§ status 
§ national culture 
§ competence profile  
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§ capacities 
§ character 
• Global, institutional and organisational knowledge 
§ field 
§ social domain 
§ focal themes 
§ values 
§ communities of practice 
§ in-group or out-group members 
§ critical incidents 
§ crucial sites 
§ organisation culture 
§ strategy 
§ vision 
§ mission 
 
In the current study, there were 36 and 41 a priori codes used for the analysis 
of all the data sets in the workplace and university sites respectively, as shown in 
Table 4.6 and Table 4.7. In other words, the 36 a priori codes in Table 4.6 were used 
in the analysis of the interviews, documents and audio recordings of daily calls in the 
two companies, which were named workplace data. The 41 a priori codes were used 
for the university data analysis, including the interviews, classroom observations and 
documents (Table 4.7). 
Table 4.6 
A priori codes for thematic analysis (Workplace data) 
Descriptor Code Descriptor Code 
Textual  Knowledge 
communication situations 
genres 
grammar 
technical vocabulary 
high frequency vocabulary 
academic vocabulary 
low frequency vocabulary 
Social Action Knowledge 
cultural considerations 
discourse community alignment 
tacit transfer 
implicit transfer 
improvisation 
expressions of trust 
verbal communication 
non-verbal communication 
Participant Knowledge 
age 
career history 
job profile 
 
WTex-CS 
WTex-GE 
WTex-GR 
WTechVoc 
WHiFreVoc 
WAcaVoc 
WLowFreVoc 
 
WSA-CC 
WSA-WDCA 
WSA-TT 
WSA-IT 
WSA-IMP 
WSA-ET 
WSA-VC 
WSA-NC 
 
WPA-AG 
WPA-CH 
WPA-JP 
status  
national culture 
competence profile  
capacities 
Global, Institutional and 
Organisational knowledge 
field 
social domain 
focal themes 
values 
character 
communities of practice 
in-group members 
out-group members  
critical incidents 
crucial sites 
organisation culture 
strategy 
vision 
mission 
WPA-ST  
WPA-NC 
WPA-CP 
WPA-CA 
 
 
WGIO-FIE 
WGIO- SD 
WGIO-FT 
WGIO-VAL 
WGIO-CHR 
WGIO-CP 
WGIO-IG 
WGIO-OG 
WGIO- CriIn 
WGIO-CruSite 
WGIO-OC 
WGIO-Str 
WGIO-Vs 
WGIO-Ms 
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Table 4.7 
A Priori Codes for Thematic Analysis (University data) 
Descriptor Code Descriptor Code 
Textual  knowledge 
communication situations 
genres 
grammar 
technical vocabulary 
high frequency vocabulary 
academic vocabulary 
low frequency vocabulary 
Social action knowledge 
cultural considerations 
discourse community alignment 
tacit transfer 
implicit transfer 
improvisation 
expressions of trust 
verbal communication 
non-verbal communication 
Participant knowledge 
age 
career history 
job profile 
status 
national culture 
 
 
UTex-CS 
UTex-GE 
UTex-GR 
UTechVoc 
UHiFreVoc 
UAcaVoc 
ULowFreVoc 
 
USA-CC 
USA-DCA 
USA-TT 
USA-IT 
USA-IMP 
USA-ET 
USA-VC 
USA-NC 
 
UPA-AG 
UPA-CH 
UPA-JP 
UPA-ST 
UPA-NC 
 
competence profile  
capacities 
Global, institutional and 
organisational knowledge 
field 
social domain 
focal themes 
values 
character 
communities of practice 
in-group members 
out-group members  
critical incidents 
crucial sites 
organisation culture 
strategy 
vision 
mission 
EPE course goal 
EPE teaching content 
EPE assessment 
EPE activities 
EPE methodology 
UPA-CP 
UPA-CA 
 
 
UGIO-FIE 
UGIO- SD 
UGIO-FT 
UGIO-VAL 
UGIO-CHR 
UGIO-CP 
UGIO-IG 
UGIO-OG 
UGIO- CriIn 
UGIO-CruSite 
UGIO-OC 
UGIO-Str 
UGIO-Vs 
UGIO-Ms 
EPE-GL 
EPE- TC 
EPE-AS 
EPE AC 
EPE ME 
 
All the a-priori codes presented above were related to the first two research 
questions (RQs): “What kinds of knowledge are used for workplace communication 
in two joint-venture petroleum companies?” “What kinds of knowledge are taught in 
the English for petroleum engineering curriculum at NKU?” For instance, the codes 
of WTex-CS (communication situations), WGIO-Ms (company’s mission), and 
WPA-AG (participant’s age) were connected with the first research question. 
However, new codes were generated by the researcher while she was directly 
examining and coding the data and these were called inductive codes. 
An example of data coding in this study is provided in Table 4.8 below. This 
excerpt is from an interview with Petroleum Engineer 3 in Company 1.  
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Table 4.8 
Data coding example 
 
Afterwards, axial and selective coding was adopted including grouping, 
relocating codes with the same topics into one category and reducing irrelevant 
codes. A critical friend helped the researcher to check the category system that 
emerged from the data coding in order to enhance the reliability and validity of the 
research. Following this, the researcher reviewed all the categories and sorted them 
into themes, which could be gathered to develop major themes in the study. The 
researcher re-read the categories and looked for the connections and meaning 
between them to identify emerging themes, based on Huhta et al.’s (2013) model of 
professional communication and the research questions. The process of coding, 
categorising and generating themes was repeated for each data set in both the 
workplace and university sites. Then, the researcher merged the results of all the data 
sets within each research site together and reviewed their categories and themes (Ary 
et al., 2013). In other words, the categories and themes from the interviews, 
documents, and audio recordings of daily calls from the workplace site were 
compared. The same comparative analysis was conducted with all the data from the 
university site. Subsequently, five major themes in the company data set included:  
• Textual knowledge needed in the workplace 
• Social action knowledge needed in the workplace 
• Participant knowledge needed in the workplace 
• Global, institutional and organisational knowledge needed in the workplace 
• Company description 
Not necessary to have a lot of vocabulary, but basic vocabulary for communication 
and specialist vocabulary must be had. These are two things…. You don’t need to 
speak very fluently. You don’t have to say about everything but you must be able to 
say about your job. At least you have to know that word. In fact, English vocabulary 
used in the petroleum industry is not much, just all the devices in this industry. Not 
much! About 2000 words are ok. 
 
Of course I think that both are necessary in order to write correctly. However, in my 
company, there is no one whose task is English language correction. That writing is 
easy to be understood is okay. Recently, novice engineers are very good at English. 
They had presentation in English fluently and their speaking and slides are good as 
well. 
 
WTechVoc  
WHiFreVoc 
 
 
 
 
English language 
requirement 
Novice 
engineers’ ELP 
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From these major themes, one emergent bigger theme was derived: all the 
four kinds of knowledge were required for workplace communication in the two 
petroleum companies.  
Four major themes were found in the university data set including: 
• Textual knowledge taught in the EPE course 
• Social action knowledge not taught in the EPE course 
• Participant knowledge not taught in the EPE course 
• Global, institutional and organisational knowledge not taught in the EPE 
course 
• difficulties of the EPE course and course description  
One bigger theme that was developed from the four major themes in the 
university data was: The EPE curriculum at NKU focused on teaching textual 
knowledge, not social action knowledge, participant knowledge, or global, 
institutional and organisational knowledge.  
4.7.3 Interpreting and representing 
The connections and common aspects among the categories and themes, 
which were based on Huhta et al.’s (2013) model of professional communication, 
enabled the researcher to gain an overall understanding of the workplace 
communication needs along with gaining an insight into the practice of EPE 
provision (Ary et al., 2013). The results of the findings of the data analysis were 
presented by the major themes as generated above (Ary et al., 2013; Cohen, Manion, 
& Morrison, 2011). In order to demonstrate these themes, the researcher utilised the 
data extracts for descriptive detail. In order to represent major findings in the 
workplace data (e.g., the comparative findings between the two companies), 
comparison tables were utilised due to their visual advantage (Ary et al., 2013; 
Creswell, 2014).  
4.7.4 Corpus analysis 
In order to obtain a deeper understanding of vocabulary knowledge, as an 
aspect of textual knowledge required in the workplace communication in the two 
petroleum companies, a corpus analysis was employed.  
A computer program and technical English language dictionary were used to identify 
the types of words and their frequency in email communication and transcriptions of 
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the daily calls in the two petroleum companies. The Range program (Nation & 
Heatley, 2002) was used in the study to find the range and frequency of words in the 
texts. Range is a corpus analysis tool that was developed with 25 lists of 1,000 word 
families from the British National Corpus (BNC) and the Corpus of Contemporary 
American English (COCA). The Range program classifies words using lists of 
basewords including high frequency and academic words. Vocabulary is checked 
against these base lists and classified into four groups: one, two, three, and not in the 
lists. While groups one and two contain high frequency words (group one is high 
frequency function words while group two contains mainly high frequency content 
words), group three consists of academic words and the not in the list group includes 
technical and low frequency words.  
This program is robust and has “a good overall rating and is reasonably 
consistent in identifying terms and non-terms” (Chung & Nation, 2004, p. 261). One 
recognised feature of the program is that it is based on base word lists that are not 
inclusive of lists of terms in technical texts; technical words that come from high 
frequency or academic word groups are ignored (Chung & Nation, 2004; Kwary, 
2011). For example, oil is a technical word in the petroleum industry but classified as 
a high frequency word in the Range program. Therefore, to avoid this limitation in 
the Range program, a technical dictionary was used in the study to identify relevant 
technical words. The technical dictionary Dictionary of Oil, Gas, and Petrochemical 
Processing (Bahadori, Nwaoha, & Clark, 2013) enabled the identification of  
technical words used in the petroleum industry. This dictionary was compiled from 
72 different sources associated with the industry and chosen as a means of checking 
the technical meanings of words in groups one, two, three, and not in the lists as 
classified by the Range program. Chung and Nation (2004) note that a good technical 
dictionary compiled by subject specialists is an effective way of identifying and 
defining technical words.  
A corpus of 32,000 running words was developed from the emails and daily 
call transcripts, as mentioned in Section 4.6.4. The emails from each company 
comprised 8000 running words, that is, 16,000 running words in total. The daily calls 
were audio-recorded and transcribed separately by a professional transcriber and a 
petroleum engineer with deep technical knowledge. The two transcriptions were then 
compared and merged to ensure the highest rate of accuracy in the transcription. 
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Tables, numbers, proper nouns, non-English words, misspelled words, abbreviations, 
and equation symbols in the emails and calls were not included. The resulting corpus 
of 32,000 running words is considered reliable since a sample (corpus) with a total of 
10,000 to 100,000 words is regarded as appropriate for this type of analysis (Bowker 
& Pearson, 2002). Furthermore, the generic features of emails mean that they are 
necessarily brief and not comprised of high word counts.  
Word types rather than word families were units of analysis since sometimes 
not all members of a word family are technical words (e.g., frequency and frequent). 
A word family comprises a set of related word types. For example, the family word 
watch contains word types watch, watched, watches and watching (Bauer & Nation, 
1993, p. 1). Although the lists typically used in Range are word families, the program 
can also produce a list of word types.  
All the steps conducted in the process of data analysis in this study are 
summarised in Figure 4.3. 
 
 
 
 
Figure 4.3. Steps of data analysis in the study. 
4.8 ETHICAL ISSUES 
To ensure sound research, it was necessary to have ethical considerations 
during the process of collecting, analysing and disseminating data in order that the 
participants in the research do not meet any disadvantages and the interpretation is 
justifiable (Creswell, 2009; Merriam, 1998). According to Queensland University of 
Technology (QUT) ethics guidelines, this study was of low risk in data collection 
because the participants taking part in interviews, classroom observations and daily 
calls were adults. Therefore, an application for low-risk ethics approval was 
submitted to and granted by the QUT Research Ethics Committee. After studying 
Huhta et al.’s (2013) model of professional 
communication and relevant literature 
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QUT’s ethical clearance guidelines, the researcher was further aware of ethical 
concerns and tried to conduct the research ethically and responsibly.  
The researcher addressed ethical issues in a number of ways. Firstly, 
following QUT’s ethics guidelines, written consent was sought from the company 
participants, including the technical managers, human resource managers, and 
petroleum engineers in the two companies, and the university participants, including 
the EPE teacher, academic coordinator, and EPE students. These consent forms were 
carefully written in English for each group of participants so they were easy to fully 
understand. An example of one of these forms can be found in Appendix C. 
Moreover, ethical consideration was also given to what the researcher told the 
participants about the purpose of the study. In the words of Creswell (2012), cheating 
must be avoided. Therefore, the purpose of the study was explained again clearly 
orally to all the participants before the process of data collection began, even though 
it was worded carefully in the written consent forms. 
Secondly, care was taken to avoiding any harm to the participants, which is 
considered as the fundamental ethical principle in research (Simons, 2009). The 
researcher paid special attention to protecting the anonymity of the research sites and 
their participants. Anonymity and pseudonyms were used as a further way to ensure 
the confidentiality of the participants and the institutions (B. Johnson & Christensen, 
2014; Yin, 2009). Participants’ personal information and documents were kept as 
confidential information. The researcher was extra cautious in handling the 
information and keeping it secure, being aware that documents such as company 
language/communication policies, daily reports, daily calls, emails, and procedures 
from the companies might be regarded as sensitive. Ethically, the participants 
provided the documents that they prepared and thought suitable to share. The 
researcher was very sensitive to some reluctant participants in the workplace and did 
not force them to give what they did not want to share. While the EPE teacher at 
NKU might feel some discomfort or be worried about risks to her reputation if she 
was video-recorded and observed in her class, the researcher assured her that the 
research was not about evaluating her teaching quality or ability, but about 
identifying what kinds of knowledge her teaching and classroom activities targeted. 
Moreover, the present study included interviewing the university participants 
such as the academic coordinator, EPE teacher and EPE students. The private 
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opinions of the EPE teacher and academic coordinator might threaten their positions 
at their university and the EPE students’ personal opinions might impact on their 
relationship with their teacher and academic coordinator. Therefore, all these 
opinions were kept safe and not exposed to anyone except for the researcher and her 
research supervisors (Gillham, 2005; Merriam, 1998).  
4.9 TRUSTWORTHINESS 
Ensuring trustworthiness is a crucial concern in qualitative research (Guba & 
Lincoln, 1989; Maxwell, 2005; Miles & Huberman, 1994). To enhance the 
trustworthiness of this study, five strategies were used: thick description, 
triangulation, prolonged engagement, participant check and member check 
(Creswell, 2007; Guba & Lincoln, 1989; Merriam, 1998; Patton, 2002; Robson, 
2000).  
First, the data was drawn from four data collection methods – interviews, 
classroom observations, document reviewing and audio recordings of daily calls – to 
obtain a thick description of the alignment between the workplace communication 
needs of the two petroleum companies and the EPE curriculum at NKU.  
Second, the data and conclusions of this study were cross-checked through 
corroboration of evidence from different interviewees, types of data, and methods of 
data collection (Creswell, 2007; B. Johnson & Christensen, 2014) (triangulation). In 
Phase 1, to investigate the workplace communication needs of two petroleum 
companies, different stakeholders such as petroleum engineers and their supervisors 
from these companies were interviewed. This enhanced the triangulation since these 
participants exposed their different perspectives about the workplace communication 
needs. The findings from these interviews were triangulated with the results of 
reviewing the workplace documents such as company language/communication 
policies, emails, daily reports and procedures written by the petroleum engineers in 
the two companies. Moreover, these findings were re-triangulated with the results of 
the corpus analysis to attain an in-depth description of the workplace communication 
needs regarding the practice of vocabulary knowledge use. 
In Phase 2, triangulation of various data collection methods such as 
interviews, classroom observations and document reviewing were applied. The 
researcher compared the findings from interviews, classroom observations and 
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document analysis to create a deep description of the practice of the university 
curriculum for English for Petroleum Engineering. For the interviewees in the 
university site, the EPE teacher and academic coordinator were interviewed 
individually and the EPE students were interviewed in focus groups. This 
triangulation of sources and methods was used to ensure a deep and rigorous 
understanding of the EPE curriculum practice. 
Third, before carrying out the process of data collection, the researcher 
established relationships and trust with the participants in the workplace sites and 
university sites (prolonged engagement). After collecting data through the interviews 
with those participants, she sent all the data collected back to them. They were asked 
to review the transcripts of their responses in the interview to check the accuracy of 
information (participant checking). With participant checking, the researcher 
provided a reliable illustration of the participants’ views and an accurate description 
of the issues investigated in the two phases (Creswell, 2008; McMillan & 
Schumacher, 2010).  
Fourth, the transcripts of the interviews in the two phases were translated 
from Vietnamese into English and from English into Vietnamese by two separate 
professional translators and then compared by the researcher to (1) determine if those 
translations conveyed the true meaning of the transcripts, and (2) avoid ambiguity 
possibly caused by word use or word arrangement (member check) (Neuman, 2000). 
Moreover, member checking was also adopted in transcribing the audio recordings of 
daily calls in the workplace. This data was transcribed separately by a professional 
transcriber and a petroleum engineer. These two versions of transcriptions were then 
compared and checked by the researcher to ensure the most accurate transcriptions. 
Applying all the ways just mentioned above, the researcher tried her best to 
ensure this research’s trustworthiness as much as possible. 
4.10 SUMMARY OF THE CHAPTER 
In sum, the present chapter outlined the study’s research design to explore the 
alignment of the EPE curriculum at NKU with the workplace communication needs 
of two joint-venture petroleum companies in Vietnam based on Huhta et al.’s (2013) 
model of professional communication. This chapter provided information about the 
research sites, participants, and methods of data collection and data analysis. The 
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findings of this study were based on empirical evidence derived from the company 
and university interviews, classroom observations, company and university 
documents and audio recordings of daily calls in the companies. Furthermore, this 
chapter presented various ways to ensure the trustworthiness of data while it was 
collected and analysed and also describes ethical considerations which were taken in 
the study to ensure that this research was conducted ethically. 
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Chapter 5: Kinds of Knowledge Required 
for Workplace Communication 
in Two Petroleum Companies in 
Vietnam 
5.1 INTRODUCTION 
The preceding chapter described the research methodology employed in the 
study. The present chapter examines the kinds of knowledge required for workplace 
communication in two joint-venture petroleum companies in Vietnam, including one 
joint venture between Vietnam and two other countries in Asia and Europe 
(Company 1) and one involving Vietnam and a European country (Company 2). It 
addresses the first research question of this study: “What kinds of knowledge are 
needed for workplace communication in two joint-venture petroleum companies in 
Vietnam?”  
In order to answer the research question above, as mentioned in Chapter 3, 
the four kinds of knowledge in Huhta et al.’s (2013) model of professional 
communication were used to analyse the data collected in Company 1 and Company 
2 (workplace data). They include (i) textual knowledge, (ii) participant knowledge, 
(iii) global, institutional and organisational knowledge, and (iv) social action 
knowledge. Accordingly, the present chapter presents the analyses of the textual 
knowledge (Section 5.2), participant knowledge (Section 5.3), global, institutional 
and organisational knowledge (Section 5.4) and social action knowledge (Section 
5.5) that were required for workplace communication in the two companies. The 
chapter concludes with Section 5.6 summarising the key findings from the analyses.  
As noted in Chapter 4, identifying those four kinds of knowledge in the two 
companies was conducted through analysing the workplace data derived from the 
interviews with the petroleum engineers and their supervisors, from the documents of 
emails, reports, and language/communication policies and from the audio recordings 
of daily calls in the two companies. The data sources and participants in the two 
companies were coded as shown in Table 4.3 and Table 4.5 in Chapter 4, e.g., CO1-
PE1 for Petroleum Engineer 1 in Company 1 and CO1-Email3 for Email 3 in 
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Company 1. For ethical reasons, proper names in all the workplace data were 
replaced with pseudonyms. 
5.2 TEXTUAL KNOWLEDGE REQUIRED FOR WORKPLACE 
COMMUNICATION IN TWO PETROLEUM COMPANIES IN 
VIETNAM 
Textual knowledge, the first kind of knowledge in Huhta et al.’s (2013) 
model of professional communication, refers to the knowledge of communication 
situations, genres and texts, as described in Chapter 3. The findings from interviews, 
document analysis, and audio recordings of daily calls in the two companies revealed 
that all the three aspects of this kind of knowledge were used in these companies, as 
illustrated in Figure 5.1. Each of them is discussed in detail in the following sub-
sections. 
 
Figure 5.1. Textual knowledge used in the two petroleum companies. 
5.2.1 Communication situations required for workplace communication in two 
petroleum companies in Vietnam 
As noted above, communication situations are one of the three key aspects in 
textual knowledge. In Section 3.4.2, it is argued that a communication situation 
includes an integrated set of factors operating in the same setting with the common 
purpose of communication, the same topic, and the same participants, who use the 
same language variety, the same tone and the same rules for communication (Saville-
Troike, 1989). Moreover, this set of components includes “predictable event 
sequences, rhetoric, communication strategies, adequacy of role-taking and style” 
(Huhta et al., 2013, p. 38). According to Huhta et al. (2013), professionals in industry 
and business workplaces usually participate in about 18 core 
language/communication situations (p. 42). These situations were adopted in this 
study and adapted to the petroleum industry, as noted in Section 2.2.4. In their 
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interviews with the researcher, the participants in Company 1 and Company 2 were 
asked to identify the language/communication situations in their workplace settings. 
The findings are shown in Table 5.1 in the order of percentages from the highest to 
the lowest. 
In Table 5.1, the first column shows the 18 language/communication 
situations as per Huhta et al.’s (2013) typology that were adapted to the petroleum 
industry. The second and third columns show the average percentages of participants 
involved in these situations in Company 1 and Company 2 respectively. The fourth 
column indicates the average percentage of activity of participation across the two 
companies.  As can be seen in Table 5.1, 14 out of the 18 language/communication 
situations are used by over 50% of participants in both companies. In comparison 
with the other language/communication situations noted in Table 5.1, reading 
manuals and instructions, writing technical emails to supervisors, colleagues and 
vendors, and making telephone calls are undertaken by the majority of the 
participants in both companies. 
Table 5.1 
Language/communication situations in two petroleum companies in Vietnam 
Language/communication situations Company 1 Company 2  Company 1 & Company 
2 
1. Reading manuals, procedures and guidelines for 
technical issues in petroleum industry 
100%  100% 100% 
2. Writing technical emails to supervisors, colleagues 
and vendors 
100% 100% 100% 
3. Making telephone calls to Vietnamese and foreign 
colleagues and partners, vendors for technical issues 
between offshore and onshore 
100% 83% 92% 
4. Explaining a technical process with colleagues or 
externals like partners / vendors 
100% 83% 92% 
5. Having discussions concerning technical details, 
installations, maintenance with foreign colleagues, 
partners, service providers or vendors  
100% 83% 92% 
6. Analysing and solving technical problems  100% 83% 92% 
7. Writing daily, weekly, monthly and annual reports, 
writing technical documents 
100% 83% 92% 
8. Reading company documentation (e.g., policy, 
regulation) 
100% 67% 83% 
9. Giving a presentation on technical issues 67% 83% 75% 
10. Participating in meetings and morning/afternoon calls 67% 83% 75% 
11. Meeting social situations (e.g., introductions, small 
talks) 
83% 67% 75% 
12. Contacting service providers, vendors  67% 83% 75% 
13. Talking about oneself and one’s job, e.g.,, in 
meetings (offshore) 
67% 83% 75% 
14. Hosting visitors/Participating in visits 67% 50% 58% 
15. Tutoring a new employee 50% 33% 42% 
16. Travel  33% 50% 42 % 
17. Solving computer problems 33 % 33% 33 % 
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The last four situations like tutoring a new employee, travel, solving 
computer problems, and projects abroad (15-18) in Table 5.1 are below 50%, which 
indicates that they were not considered major communication situations in these two 
companies. From the above analysis, it can be said that the petroleum engineers in 
these two petroleum companies usually took part in 14 language/communication 
situations from Situation 1 to Situation 14.   
Huhta et al. (2013) state that “a communication situation often comprises one 
or more genres” (p.38). For example, technical emails are a kind of genre used in the 
communication situation of writing technical emails to supervisors, colleagues and 
vendors in the petroleum companies. The next section will discuss the genres 
identified in the 14 language/communication situations in two petroleum companies. 
5.2.2 Genres required for workplace communication in two petroleum 
companies in Vietnam 
Genre is the second aspect of textual knowledge as proposed by Huhta et al. 
(2013). A genre is understood as “the generic resources of a written or spoken 
communication event with the same purpose of communication and textual 
organisation in the same setting” (Huhta et al., 2013, p. 198). Based on a certain 
purpose of communication, the structure and linguistic choices in the genre are 
determined. In other words, in this study, genres are defined as particular text-types, 
which are produced with a particular kind of language by particular people in 
particular communication situations for particular purposes. Specifically, genres used 
in the two petroleum companies refer to particular kinds of texts, which can be 
written or spoken and are produced by the petroleum engineers in the 14 typical 
language/communication situations. These genres were identified by these petroleum 
engineers and presented in Table 5.2.  
 
 
 
 
18. Other (Projects abroad) 17 % 0% 8 % 
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Table 5.2 
Dominant communication situations and genres in two petroleum companies in Vietnam 
 
Table 5.2 shows the 14 dominant language/communication situations and 
their associated genres. As seen in Table 5.2, technical manuals, technical 
procedures, technical guidelines, reports, telephone calls, meetings, emails, company 
policies, company regulations, teleconferences, small talks, press, individual talks, 
face-to-face talks, and presentations are dominant genres used by the petroleum 
engineers in the two companies. The results indicate that emails and telephone calls 
were undertaken more frequently in comparison with the others (emails in the five 
and telephone calls in the six language/communication situations). Therefore, it can 
be said that emails and telephone calls were the most prevalent genres used by the 
petroleum engineers in the two companies, which was the reason why these genres 
were the focus of data collection in the first phase of the study. 
Dominant communication situations Dominant genres 
1. Reading manuals, procedures and guidelines for technical 
issues in petroleum industry 
Technical manuals, 
procedures, guidelines 
2. Writing technical emails to supervisors, colleagues and 
vendors 
Emails 
3. Making telephone calls to Vietnamese and foreign colleagues 
and partners, vendors for technical issues between offshore and 
onshore 
Telephone calls 
4. Explaining a technical process with colleagues or externals like 
partners / vendors 
Emails, telephone calls, 
Reports, presentations 
5. Having discussions concerning technical details, installations, 
maintenance with foreign colleagues, partners, service providers 
or vendors  
Meetings, telephone calls, 
emails 
6. Analysing and solving technical problems  Emails, telephone calls, and 
reports, presentations 
7. Writing daily, weekly, monthly and annual reports, writing 
technical documents 
Reports, technical procedures, 
technical guidelines 
8. Reading company documentation (e.g., policy, regulation) Company policies, company 
regulations 
9. Giving a presentation on technical issues Presentations 
10. Participating in meetings and morning/afternoon calls Meetings, telephone calls 
11. Meeting social situations (e.g., introductions, small talks) Meetings, press, small talks 
12. Contacting service providers, vendors  Emails, face-to-face talks, 
telephones 
13. Talking about oneself and one’s job, e.g., in meetings 
(offshore) 
Individual talks 
14. Hosting visitors/Participating in visits Presentations, small talks 
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5.2.3 Texts required for workplace communication in two petroleum companies 
in Vietnam 
Finally, texts are noted as the third aspect of textual knowledge needed for 
workplace communication (Huhta et al., 2013). Text is a piece of language in spoken 
or written form and is considered to be the core of all communications through 
language (Council of Europe, 2001). To investigate how texts were used in the two 
companies, especially in the two typical genres of emails and daily calls, this study 
focused on investigating the use of grammatical knowledge and vocabulary 
knowledge because they are considered the two major structural features of the body 
of a language and in turn, texts (Pritchard, 2011). 
Grammatical knowledge required for workplace communication in two 
petroleum companies in Vietnam 
Although grammar plays an important role in communication (Praise & 
Meenakshi, 2015; Pritchard, 2011), the findings from the analysis of emails, daily 
calls and interviews with participants in Company 1 and Company 2 revealed that the 
requirement for grammatical accuracy for workplace communication in the two 
companies was not high. The capacity for conveying correct messages was more 
important than grammatical accuracy in these companies. This was evidenced by the 
fact that many grammatical errors were found in both emails and daily calls in these 
companies, as demonstrated in the following. 
Excerpt 5.1. Sample of grammatical mistakes in emails in Company 1 (CO1-Email 50). 
 
In Excerpt 5.1, Nam, a petroleum engineer in Company 1, wrote an email to 
his colleague, Binh to give the warning of a plate falling in the sea, which might have 
bad effects on “Drilling rig approach C1”. In this email, some grammatical points 
like tenses, articles, prepositions, and conditional sentences in the underlined words 
and phrases were not used accurately. It seems that Nam focused on conveying the 
meaning of the message correctly rather than grammatical accuracy in his email. This 
was also evident in emails in Company 2, as shown in Excerpt 5.2. 
Dear anh Binh, 
 
I’m not sure if this plate fall down to sea would effect to Drilling rig approach C1 in future or not. But 
suggest if we have chance to survey by ROV, please take care 
Regards, Nam 
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Excerpt 5.2. Example of grammatical mistakes in emails in Company 2 (CO2-Email 1&2). 
 
Excerpt 5.2 is an extract from an email transaction between two Vietnamese 
petroleum engineers in Company 2. In this excerpt, Linh in Email 1 made some 
grammatical mistakes such as passive voice, subject and verb agreement, tenses, 
transitive verbs and conditional sentences. “Why the valve just open maximum 
57.07%? What happen if we open over 57.07%” were used grammatically incorrectly 
instead of “Why was the valve opened just at the maximum level of 57.07%? What 
will happen/What happens if we open it over 57.07%?”  
It can be also seen in Excerpt 5.2 that in spite of the grammatical errors made 
by Linh, Minh could understand and answer Linh’s questions. Similarly, Minh made 
grammatical mistakes in his response email (Email 2). This highlights that these 
petroleum engineers could communicate successfully despite their grammatical 
errors.  
In addition to the grammatical inaccuracy found in emails in Company 1 and 
Company 2, this phenomenon was also found in daily calls in both companies, as 
shown in Excerpt 5.3 and Excerpt 5.4. 
 
 
Email 1: Subject: Dump valve failure report 
Dear Minh 
Why the valve just open maximum 57.07%? What happen if we open over 57.07%. 
Regards, 
        Linh 
Email 2: Subject: RE:Dump valve failure report 
Hi Mr. Linh  
At flowrate 155m3/h valve open 57.07%, if increase flowrate valve will more open but 
shouldn't exceed 80%, best condition for valve operation from 20% to 80%. Valve can 
open 80% at flowrate 252m3/h (refer calculation enclosed) 
Thanks & best regard 
Minh 
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Excerpt 5.3. Example of grammatical mistakes in daily calls in Company 1 (CO1-Call 2). 
 
Excerpt 5.3 was an extract from a daily call in Company 1, in which a 
petroleum engineer, Toan and his supervisor, Hung, made some grammatical errors 
in their speaking.  No articles were used with weather in Turn 11, weather and group 
in Turn 12 and term in Turn 15. Other grammatical mistakes were found in the use of 
the verbs recommend in Turn 13 and work in Turn 15. It can be seen that despite 
those grammatical mistakes, Toan and Hung in Excerpt 5.3 could understand each 
other and communicate effectively. This was similar to Tung and Hai in another 
daily call in Company 2, as illustrated in Excerpt 5.4. In addition to vocabulary 
mistakes such as “talk to the HSE arrange” (Turn 25), “family” (Turn 27), and “talk 
to the HSE arrange” in Turns 25 and 27, grammatical mistakes were also found, such 
as lack of it in “send to you” in Turn 23, and lack of articles in “rescue team” in 
Turns 25 and 27 and “certificate” in Turns 26 and 27. 
Excerpt 5.4. Example of grammatical mistakes in daily calls in Company 2 (CO2-Call 5). 
  Turn     Speakers   Transcript 
23 
 
24 
25 
 
26 
27 
 
 
 
Tung 
 
Hai 
Tung 
 
Hai 
Tung 
OK, I will draft the the….  modify the procedure today and send to you for 
review and comment 
Thank you, we’ll wait for to receive… 
But during the, the, Hai, during the the offtake, so we can talk to the HSE 
arrange the internal training for them, for rescue team 
Yes, we can do that but we cannot issue certificate for that. 
No… no certificate. They had the certificate for rescue team but we need the 
the practice and family with our system. 
 
 
From the examples of grammatical mistakes as shown in Excerpt 5.1, 5.2, 
5.3, and 5.4, it can be concluded that the petroleum engineers in both companies 
focused on “precision or accuracy of the content of a message, rather than its 
Turn Speakers Transcript 
11 
12 
13 
 
14 
15 
 
 
16 
Toan 
Hung 
Toan 
 
Hung 
Toan                     
 
 
Hung 
Will do that. How about weather today, Hung? It’s good? I think.                                   
Weather today is very very calm, Toan and we can use AB to transfer group.                          
Um Ok. But I again did not normally recommended to … to use AB unless 
..it’s a ..maybe all the tasks are completed safe.                                                                                                         
Yes                                                                                                                                
Because you see.. AB 7 kms away from DHT without vessel support and 
somehow … a little bit risky in term of engine shut down and then … VFH, 
LFS is not work and then you might have …. [inaudible] unnecessary.                                                                     
OK, that’s why we’ll borrow a drilling boat today.  
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linguistic or grammatical accuracy” (Ehrenreich, 2015, p. 138) in their email and call 
communication. This was confirmed by the majority of the manager participants in 
both companies, as illustrated in the following comment:  
To us, [workplace communication]… focusing on technical issues [in the 
workplace] so grammatical accuracy is not necessarily important. It can be 
said that verbs can be used incorrectly, maybe missing this or that word, but 
speaking can be understandable [daily calls]. (CO1-SUP2) 
and  
In my company, there is no one whose task is to correct mistakes in English 
language use. If writing is easy to be understood, it will be okay [emails]. 
(CO2-SUP1)  
From the statements above, the supervisors in Company 1 and Company 2 
considered that the workplace communication in their companies focused on 
conveying correct messages; grammatical errors were, therefore, ignored in the 
emails and daily calls. This was in accordance with the viewpoints of all the eight 
petroleum engineer participants in these companies. One of these petroleum 
engineers in Company 2 stated: 
People do not care too much about grammar; they only care if your sentence 
makes sense to readers even though the sentence is written with wrong 
grammar. We don’t focus too much on grammar [emails]. (CO2-PE3) 
From the excerpt above, the petroleum engineer indicated that grammar itself 
was not the priority. Grammatical mistakes were accepted in emails if readers could 
understand the meaning. This view was also supported by another petroleum 
engineer in Company 1:  
I can still write with wrong grammar, a bit of wrong grammar is not a 
problem. Sometimes I speak and write English with wrong grammar, the 
listener and recipient can understand me ... no need to perfect grammar. It is 
the same as foreigners speaking Vietnamese and we can understand them. 
No need to be exact. (CO1-PE4) 
Here, the petroleum engineer stated that his writing and speaking could be 
understood although he usually made grammatical errors, and he believed that it was 
acceptable to have grammatical mistakes without serious impact on conveying the 
core message. It was argued that their knowledge of the petroleum industry could 
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help the petroleum engineers to guess what message was conveyed, even though that 
message was transferred with incorrect grammar, as shown below: 
I think it is not important. In that context [petroleum companies],… the 
activities in the petroleum industry are just about some certain issues, words 
or devices. Not good grammar … It doesn’t matter. It is mostly ok to be 
understood. It is not necessary to ask again and the message is rarely 
wrongly understood. In general, it is proximately easy to be understood in 
spite of bad grammar. They [petroleum engineers] may miss some factors in 
grammar, but it is not difficult to understand them. (CO1-PE2)  
In the excerpt above, certain knowledge of devices, activities, terms and 
issues in their job could support the petroleum engineers to interpret the meanings 
conveyed between the petroleum engineers in Company 1 in spite of their incorrect 
grammar use. There is a shared understanding and experience of what is required in 
the job.  
However, while English language grammatical accuracy was not considered a 
focus in and of itself in these petroleum companies, the need for a foundational level 
of grammar was regarded as vital for all the petroleum engineers. A supervisor in 
Company 2 considered that in order to be able to communicate in such working 
environments, the petroleum engineers were required to know some basic grammar 
points like simple past, or present tense (CO2-SUP1). However, as evident in the 
excerpts above, grammatical errors included basic tenses, voice, articles and 
conditional sentences. It appears that the engineers paid little attention to grammar 
but a great deal to vocabulary. They expressed what they wanted to say by 
connecting words together without paying much attention to grammatical rules. This 
helped to highlight that grammar was not foregrounded as a concern for the 
workplace communication in these companies.  
In order to gain a deeper understanding of this phenomenon of grammatical 
inaccuracy in the emails and daily calls in both companies, a quick look back to the 
literature may help. According to Debievre (1978, cited in Inesa, 2014, p.8)  , there 
are three categories of deviant utterances “based on the criteria of grammaticality and 
interpretability (the capacity of the person receiving the message to perform a 
semantic analysis of it, i.e., to interpret its meaning)”: (1) ungrammatical and 
uninterpretable; (2) ungrammatical but interpretable; and (3) grammatical but 
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uninterpretable. Accordingly, the utterances in the emails and daily calls in the two 
companies belonged to the second category, which means that they were 
ungrammatical but interpretable. This was also found in other related studies on 
using English as lingua franca in multinational companies (Ehrenreich, 2010; Inesa, 
2014; Kankaanranta & Planken, 2010). The following quotes are from participants in 
the different studies: 
‘I must say I’m confronted with so many levels of correctness that I don’t 
actually care whether something is correct or incorrect. As long as the 
meaning is not distorted’ (Ehrenreich, 2010, p. 418). 
‘As long as the core message gets across, your English doesn’t need to be 
perfect’ (Kankaanranta & Planken, 2010, p. 393). 
‘This morning, the same damned e-mail kept coming back to me with a 
pesky notation claiming I needed to use a pronoun’s possessive case before a 
gerund. With the number of e-mails I crank out each day, who has time for 
proper grammar?’. (Inesa, 2014, p. 2) 
From the excerpts above, it can be inferred that ungrammaticality is a 
common phenomenon in multinational workplace contexts. The findings in the 
different studies strongly reflect the findings from this study of the two multinational 
petroleum companies using ELF. The findings also resonate with Inesa’s (2014, p. 2) 
argument that “communication has reached an outstanding level of efficiency and 
information is today communicated rapidly, abundantly and globally.” In such 
constant communication, there is sometimes “little room for properly constructed 
grammatical sentences” (p. 2).  
In sum, the requirement for grammatical knowledge as a key factor of text 
knowledge was not high in the workplace communication analysed in this study, 
especially in the emails and daily calls in the two petroleum companies. Grammatical 
accuracy was considered as being less important than the capacity for conveying 
correct meaning in messages, often through accurate vocabulary. It follows that 
while grammatical knowledge was not a priority, vocabulary knowledge was 
regarded as essential. The following section will discuss vocabulary use in the emails 
and daily calls of the two companies.  
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Vocabulary knowledge required for workplace communication in two 
petroleum companies in Vietnam 
Vocabulary knowledge is the second issue related to use of text in workplace 
communication. In order to obtain a rich description of the practice of vocabulary 
knowledge use in the emails and daily calls in the two petroleum companies, this 
section will present four subsections: (1) the petroleum engineers’ views on the role 
of vocabulary knowledge in their workplace communication; (2) vocabulary types 
used in the emails and daily calls; (3) features of technical vocabulary used in these 
workplace contexts, and (4) approaches to technical vocabulary use by the petroleum 
engineers. 
• Views on the role of vocabulary knowledge in two petroleum companies 
The findings from the analysis of company language/communication policies 
and interviews with all the participants in the two petroleum companies revealed that 
vocabulary knowledge was considered crucial in workplace communication in these 
companies. As shown in a language/communication policy in Company 1 (Appendix 
D), all the petroleum engineers in this company were required to “normally has 
[have] no difficulty in finding and using appropriate vocabulary” (CO1-
language/communication policy). It means that they must be equipped with sufficient 
and applicable vocabulary knowledge to function effectively in their workplace 
communication. This was agreed on by the majority of the six participants in this 
company, as shown in the excerpt below: 
Not necessary to have a lot of vocabulary, but basic vocabulary for [normal] 
communication and specialist vocabulary must be equipped. … when 
communicating with a person [in the workplace], it is not like [daily] 
communication….. They do not say ‘Hello….’ or asking about your family… 
They do not ask about those things but saying about this machine. If you do 
not know some words about details of the machine, you cannot know what 
they are talking about. (CO1-PE4) 
In the excerpt above, the petroleum engineer considered that both basic 
vocabulary and specialist vocabulary, which refer to high frequency words and 
technical words respectively, were required for the workplace communication in his 
company. His argument is that communication in the workplace does not focus on 
information about people’s daily lives but on technical issues, e.g., the description of 
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a machine. Accordingly, from his point of view technical words are necessary for 
communicating effectively in the situation. 
Although no policies explicitly stating the requirement of vocabulary 
knowledge in workplace communication were found in Company 2, this requirement 
was applied implicitly in the company. All the four petroleum engineers in Company 
2 confirmed the importance of vocabulary knowledge, especially knowledge of 
technical words, in their workplace communication, as one of the petroleum 
engineers in Company 2 argued: 
Technical vocabulary is also necessary, especially in gas and oil. Petroleum 
engineers must have it. We have to have vocabulary in both technique and 
communication. In meetings, we need to combine high frequency vocabulary 
and technical vocabulary in communication. …. I have to know technical 
vocabulary that is related to the expertise activities in order to understand 
all words that others say … to speak in English and I can deal with any 
working situations. If I master technical vocabulary, I will have a chance to 
communicate better in my workplace. (CO2-PE1) 
From the excerpt above, one can recognise that beside high frequency words, 
technical words were considered as highly necessary for functioning well in 
workplace communication. For example, the engineer indicated that with technical 
words, he could understand what other people said and respond to them in meetings 
in his company, and he could deal with any situations related to his job.  
Therefore, it was evident that vocabulary knowledge, especially high 
frequency and technical words, was regarded as being very important in the two 
petroleum companies. A corpus analysis of the vocabulary requirements of the 
petroleum industry was conducted and is presented in the following section.  
• Word types used for workplace communication in the two companies 
As a part of this study, a corpus analysis was conducted to examine what 
vocabulary knowledge was practically required for workplace communication in 
these two petroleum companies. A corpus of 32,000 running words collected from 
the emails and daily calls, two key genres, in both companies was examined and 
analysed. Based on Nation’s (2013) word classification, the analysis investigated 
which types of words played an important role in the emails and daily calls in 
Company 1 and Company 2 among high frequency, academic, technical and low 
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frequency words. Range program and a technical dictionary, Dictionary of Oil, Gas, 
and Petrochemical Processing (Bahadori et al., 2013) were applied to identify these 
four types of words in that corpus. The findings and discussion contribute to 
providing a deep understanding of the vocabulary knowledge required in the two 
companies, and especially to the word types used in the emails and daily calls, which 
will be presented in the following subsections. 
• Consistency in using different vocabulary types in emails and daily calls in 
two petroleum companies 
Table 5.3 and Table 5.4 show the consistency in the use of different 
vocabulary types in the emails and daily calls in both petroleum companies. From 
Table 5.3, it is clear that there is a similarity in the distribution of the four types of 
words between the two companies in spite of a slight difference in their percentages. 
In comparison with low frequency words (approximately 12%) and academic words 
(11%), high frequency words (about 49%) and technical words (29% on average) 
have higher percentages of text coverage in the emails in both companies. It should 
be noted that high frequency words account for the highest percentage, around 49% 
of text coverage, in emails in the two companies. The same phenomenon was also 
found in spoken texts in the forms of daily calls used in the two companies, with high 
frequency words and technical words showing much higher indices in comparison 
with academic words and low frequency words, as illustrated in Table 5.4. 
Table 5.3  
Percentages of different vocabulary types in emails in Company 1 and Company 2  
 
Similar to the emails, high frequency words account for the highest 
percentage, 53% and 55% respectively, of the total words in the daily calls in 
Company 1 and Company 2. Technical words account for the second highest 
Vocabulary level  Company 1 (types/%) Company 2 (types/%) 
High-frequency words 646 47% 716 50% 
Technical words 396 29% 396 28% 
Low-frequency words 183 13% 156 11% 
Academic words 157 11% 153 11% 
Total types 1382 100% 1421 100% 
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percentage of text coverage in the daily calls (29% in Company 1 and 24% in 
Company 2). Both low frequency words and academic words make up about 20% of 
total words in the daily calls in both companies. 
Table 5.4 
Percentages of different vocabulary types in daily calls in Company 1 and Company 2  
 
From Tables 5.3 and 5.4, it is clear that although there are some slight 
differences in the percentages of the four word groups in the emails and daily calls in 
each company and between the two companies, a common tendency was found 
between both companies. Technical and high frequency words account for higher 
percentages of words in comparison with academic and low frequency words in 
different kinds of genres in the different petroleum companies. While technical 
words account for 24% of text coverage, high frequency words account for over 47% 
of text coverage in both emails and daily calls in the two companies. In these texts, 
low frequency and academic words account for a small percentage of 11% and 
around 9% of text coverage respectively. Almost one out of every four words is a 
technical word and one out of every two words is a high frequency word.  In order to 
illustrate this, a sample of a marked excerpt of an email written by a petroleum 
engineer in Company 2 is shown in Excerpt 5.5. These findings indicate that 
technical words and especially high frequency words play a crucial role in email 
communication in the two companies.  
 
 
 
 
Vocabulary level  Company 1 (types/%) Company 2 (types/%) 
High frequency words 527 53% 618 55% 
Technical words 286 29% 272 24% 
Low frequency words 100 10% 130 12% 
Academic words 89 9% 108 10% 
Total types 1002 100% 1128 100% 
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Excerpt 5.5. Example of word types in an email (CO2-Email 1).  
 
The technical words or phrases are underlined, academic words are in bold, 
low frequency words are in italics, and high frequency words are unmarked. So in 
line 1, “during” is a high frequency word and “campaign” is a technical word. Most 
of the words in Excerpt 5.5 are high frequency and technical words. Some are low 
frequency and academic words. Clearly, high frequency words and technical words 
are very important in email communication.  
In the interest of identifying the key words in the four word categories, lists 
from both companies have been merged while keeping the genres of emails and daily 
calls separately. Appendix E comprises the common high frequency function and 
content words, academic words, and technical and low frequency words in the emails 
across a one-month period in the two companies; Appendix F includes similar lists 
for the daily calls in the same period for the two companies.  
This subsection has discussed the crucial role of high frequency and technical 
words in workplace communication in the two petroleum companies. Technical 
words are regarded as indispensable in technical communication because they 
contain specialised content (Chung & Nation, 2003, 2004). Therefore, it is necessary 
to explore the features of these words in the petroleum communication. The findings 
will be represented in the following subsection. 
• Identifying the features of technical vocabulary required for workplace 
communication in two petroleum companies in Vietnam 
Also based on the results from the corpus analysis using the Range program 
and the technical dictionary it was found that technical words in the emails and daily 
calls in the two petroleum companies came from different types of words including 
low frequency, high frequency and academic word groups, as shown again in Table 
5.5. 
During this SD campaign, we found that all the vessels of glycol system were in good condition, 
excepting the glycol flash drum. So, we can say that the coasting of glycol flash drum was damaged 
due to the its coasting (not because of TEG glycol). After discussion, we have only one solution for 
this issue, that is “cleaning up the coating damage” so that it does not destroy the glycol system. 
After shutdown completed, will raise MSR for the painting & make priority to do in anytime when 
we have chance.   
……. We carried out UTM from inside, the thickness measurement technician entered into vessel & 
checked all the weak points. No any issue from that. We discovered that the nozzles were damaged 
due to the insulation failed, when it’s rain or the moisture from the ambient are contained by the 
insulation, that caused cosrossion the bottom of the nozzles. 
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Table 5.5 
Technical words in emails and daily calls in Company 1 and Company 2  
 
Table 5.5 shows the proportion of all technical words, including technical 
words only used in the petroleum industry and technical words from high frequency 
and academic words, used in both emails and daily calls. For the sake of brevity, the 
first will be referred to as “oil-based technical words” and the latter as “borrowed 
technical” words from here. It can be seen that the number of borrowed technical 
words is higher than the number of oil-based technical words in both texts in both 
companies. While the oil-based technical words make up 33% and 36% of all the 
technical words in emails and 27% and 39% of the technical words in daily calls in 
Company 1 and Company 2 respectively, more than 60% of the rest are technical 
words from high frequency and academic word groups. Interestingly, technical 
words which were borrowed from high frequency words account for the highest 
proportion of all technical words in both means of communication: 55% for 
Company 1’s emails, 51% for Company 2’s emails, 59% for Company 1’s daily calls 
and 57% for Company 2’s daily calls.  
Therefore, it is obvious that high frequency, academic and low frequency 
words can function as technical words in the petroleum communication, which 
supports Chung and Nation’s (2003) finding in which the same phenomenon also 
happened to the technical words in anatomy texts. It was also found that most of the 
borrowed technical words in the emails and daily calls originated from high 
frequency words. In order to have a deeper understanding of the vocabulary 
knowledge requirement in the two petroleum companies, this study examined how 
the petroleum engineers used vocabulary in their workplace communication. This 
will be discussed in the next subsection. 
Vocabulary level 
 
 
Emails Daily calls 
Company 1 
(Word 
types/%) 
Company 2 
(Word 
types/%) 
Company 1 
(Word 
types/%) 
Company 2   
(Word 
types/%) 
Technical words from high 
frequency words 
174 (55%) 204 (51%) 168 (59%) 156 (57%) 
Oil-based technical words  103 (33%) 142 (36%) 76 (27%) 78 (29%) 
Technical words from 
academic words 
38 (12%) 50 (13%) 42 (11%) 38 (14%) 
Total  315 (100%) 396 (100%) 286 (100%) 272 (100%) 
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• Approaches to vocabulary use by the petroleum engineers in two petroleum 
companies in Vietnam 
According to Nation (2013), knowing a word is knowing all its aspects 
including its use, form and meaning. Therefore, all these aspects of vocabulary were 
examined in this study. The findings in this study revealed that the petroleum 
engineers paid much attention to vocabulary meaning rather than other aspects 
including pronunciation (spoken form), spelling (written form), collocation, 
association, parts of speech and word choice in their emails and daily calls.  
The analysis of the audio recordings of the daily calls in Company 1 and 
Company 2 revealed that pronunciation, collocation, association, part of speech and 
word choice were used inaccurately by the petroleum engineers. For pronunciation, 
final sounds like /s/ and /z/ as plural markers or /t/ and /d/ as tense markers were 
often deleted, for instance, /stɒp/ instead of /stɒpt/ in stopped or /wel/ in wells. 
Moreover, in a consonant cluster, one or two consonants were often deleted like t/ft 
in /ʃɪft/, and even all the consonants in a consonant cluster were deleted like /nd/ in 
/kaɪnd/. In fact, these inaccurate examples of pronunciation are similar to the ones 
made by Vietnamese English speakers in other studies (Ha, 2005; Honey, 2001; T. 
H. Nguyen, 2007; T. T. T. Tran, 2002, 2007; Zielinski, 2006).  
One of the major reasons for the at-times problematic pronunciation of 
Vietnamese speakers of English is the influence of their first language of Vietnamese 
(Ha, 2005; Honey, 2001; T. H. Nguyen, 2007; T. T. T. Tran, 2002, 2007; Zielinski, 
2006). Differences in phonological and grammatical systems between English and 
Vietnamese lead them to difficulties in creating correct English pronunciation. In the 
Vietnamese language, there are no consonant clusters, syllable stress, connected 
speech, final sounds (e.g., /z/, /ʃ/, /ʒ/, / tʃ /, /s/) or consonant sounds like /θ//ð/ (Ha, 
2005; Honey, 2001; T. H. Nguyen, 2007; T. T. T. Tran, 2002, 2007; Zielinski, 2006).  
Some of the other structure- and form-related inaccuracies found in the daily 
calls included collocation, association, part of speech and word choice, as shown in 
the following excerpt. 
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 Excerpt 5.6. Example of vocabulary mistakes in daily calls in Company 2 (CO2-Call 1). 
 
In the excerpt above, the letters and words underlined are pronounced 
incorrectly like discuss, disconnect, glycol, element, and filter (Turn 27). Incorrect 
word choice was found in the words in italics like input (Turn 26), and plan, 
disconnect, it and come (Turn 27). Nhat in Turn 27 had problems in making 
collocations in the phrase in italics increase element. These vocabulary problems 
indicate that the petroleum engineer paid attention to the meaning of words rather 
than the grammatical aspects of words.  
Moreover, issues with form-related aspects of written vocabulary knowledge 
are illustrated in Excerpt 5.7.  
Excerpt 5.7. Example of vocabulary mistakes in emails in Company 2 (CO2-Email 9). 
 
 
 
 
Turn Speakers Transcript  
26 Minh OK other than that, NK I don’t have any other input from KL. So if I have 
some, I’ll CC you [inaudible]. Mr Nhat, you have anything? 
27 Nhat Uh Mr. MK, I will discuss with HL and you, but I plan that we will drain 
some the, …. the glycol in our system, also we …disconnect the heater 
element come back to original design, … and replace all the particle filter 
and carbon filter when we receive it. And we see what .. the .. happen with 
our system because I believe that maybe we don’t need the …. the …. the 
increase element in the … the reboiler heater. 
28 Quang Cuong 
29 Cuong Yes 
Dear Phat, 
Wellcome back!  
I already recovered my energy. Willing to do anything. 
….During this SD campaign, we found that all the vessels of Glycol system were in good condition, 
excepting the Glycol Flash Drum. …. After discussion, we have only one solution for this issue, that 
is “cleaning-up the coating damage” so that it does not destroy the glycol system. After shutdown 
completed, will raise MSR for the painting & make priority to do in anytime when we have chance.… 
No any issue from that. We discovered that the nozzles were damaged due to the insulation failed, 
when it’s rain or the moisture from the ambient are contained by the insulation, that caused 
cosrossion in the bottom of the nozzles. .. At that time, The COT 4S & 4P were full crude oil, cannot 
free gas & make safe to inspect the valve. … The gas in HP Flare Header is maintaned by openning 
the globe valve of bypass PSV. The LP Flare header alway was purged by Nitrogen. After Gas testing 
& confirming, we increased the Nitrogen flowrate & carried out to remove & install the new flange. It 
took 10 minutes for replacement. 
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Excerpt 5.7 is an excerpt from an email written by a petroleum engineer to his 
colleague in Company 2. As seen in this excerpt, many problems in vocabulary 
knowledge use were found in collocations (words in italics), in spelling (words in 
bold), in associations (words underlined) and in parts of speech (words in italics and 
underlined). For example, wellcome, cosrossion, maintaned, opening, and always 
are misspelt, meaning that the written form is recognisable but not accurate.  
Despite the inaccuracies, there was little threat to meaning.  The inaccuracies 
were not considered serious and were acceptable in these companies, as a supervisor 
in Company 1 states: 
Of course I think that ... vocabulary … necessary in order to write correctly. 
However, in my company, there is no one whose task is to correct mistakes 
in English language use (vocabulary knowledge). If writing is easy to be 
understood, it will be okay. (CO1-SUP1) 
From the excerpt above, it is clear that the capacity of conveying correct 
messages took precedence over the accuracy of the form and grammar of the 
vocabulary.  It should be noted that the petroleum engineers in both companies could 
understand what their colleagues said and wrote to them in spite of inaccurate 
vocabulary choices. This was due to the fact that knowledge in the petroleum 
industry was mostly confined to a small range of activities and issues, which 
depended on a certain amount of key technical vocabulary. As one of the participants 
stated: 
I think it is not important. In that context … the activities in the petroleum 
industry are just about some certain issues, words or devices. Wrong 
spelling, unsuitable word choice…. incorrect pronunciation … it doesn’t 
matter. It is mostly ok to be understood. We have worked together for a long 
time… it is not difficult to understand them. (CO2-PE1)   
From the excerpt above, the petroleum engineer considered that he and his 
colleagues could understand what was said and written in spite of incorrect spellings, 
pronunciation and word choice because their long experience of working together 
and gaining shared knowledge of the kind of English their co-workers were using. 
Although the vocabulary issues were not obstacles for experienced petroleum 
engineers with a shared history of working together, these problems, especially 
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incorrect pronunciation might still create difficulties for novices in their 
communication, as acknowledged in the excerpt below.  
It may be difficult for newcomers to understand what we are saying. For the 
newcomers, they may need more time to be able to understand and follow 
our conversation… Many of them said that our pronunciation is different 
from what they learnt at school. In fact, we never look up a dictionary to 
know how to pronounce a word. We have no time for that. Maybe our 
pronunciation is not standard but we [people working together for a long 
time] can know each other, … like human being … we can understand it 
more easily… . (CO2-PE2)  
The petroleum engineer appeared aware of his inaccurate pronunciation but 
he had no time to improve it even by checking pronunciation of words in a 
dictionary. He believed that his colleagues could understand what he said and vice 
versa since they were accustomed to their particular forms of workplace 
communication.  
In sum, this section has described and discussed textual knowledge, which the 
petroleum engineers in Company 1 and Company 2 used for their workplace 
communication. The findings revealed that these petroleum engineers were 
frequently involved in 14 language/communication situations and 15 genres. 
Regarding text, while grammatical knowledge was not given a priority for workplace 
communication in the companies, vocabulary knowledge was considered as being 
more important. For vocabulary knowledge, not only technical words but also high 
frequency words are necessary for petroleum engineers to function well in their 
workplace communication. It should be also noted that the capacity of conveying 
correct messages rather than accurate grammar and vocabulary use was considered as 
important in these companies.  
In addition to textual knowledge, in order to function well in workplace 
communication, the petroleum engineers in the two companies needed to have 
knowledge of communicating participants. Such knowledge, identified as participant 
knowledge, will be discussed in the following section. 
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5.3 PARTICIPANT KNOWLEDGE REQUIRED FOR WORKPLACE 
COMMUNICATION IN TWO PETROLEUM COMPANIES IN 
VIETNAM 
Participant knowledge is the second kind of knowledge in Huhta et al.’s 
(2013) model of workplace communication. Huhta et al. (2013) argue that 
interlocutors who are individual participants or a mix of participants can influence 
workplace communication. The data collected from interviews, emails and audio 
recording of daily calls in the two petroleum companies showed that participant 
knowledge, especially knowledge of participants’ age, career history, job profile, 
national culture, and character, was utilised by the petroleum engineers in their 
workplace communication, specifically emails and daily calls, as illustrated in Figure 
5.2.   
 
Figure 5.2. Participant knowledge used in the two petroleum companies. 
First, three aspects of participant knowledge – knowledge of participants’ 
age, job profile and national culture – were used by the petroleum engineers in both 
companies to write emails to their colleagues, as discussed in the following.  
Excerpt 5.8. Example of using participant knowledge in emails in Company 2 (CO2-Email 
1). 
 
In Excerpt 5.8, Hai, a Vietnamese petroleum engineer in Company 2 used the 
Vietnamese words anh (Line 1) to address his Vietnamese supervisor and em (Line 
Line Email 
1 
2 
3 
4 
5 
6 
7 
Dear anh Son, 
As per latest clarification from SLB (email in attachment): We see the benefit if 
choosing this option (three-year service contract for obtaining cost deduction and SLB’s 
continuous support but no obligation of yearly maintenance). 
We look forward to getting your approval. 
Thank you and Best regards, 
Em Hai 
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8) for himself in his email written in English. This phenomenon was also found in 
email communications in Company 1, especially between the petroleum engineers 
from different cultural backgrounds.  As shown in Excerpt 5.9, Tung, a Vietnamese 
petroleum engineer used san (line 6) to address Tori, a Japanese petroleum engineer 
while Tori addressed Tung by anh (line 6). 
Excerpt 5.9. Example of using participant knowledge in emails in Company 1 (CO1-Email3). 
Line Email 
 
1 
2 
3 
4 
5 
 
 
6 
      7 
8 
9 
10 
11 
12 
Email 1 
Tori san, 
Let’s provide gaslift lists/wells with 60MMscfd case and see if it is logical or not. 
P/S: In last recent one week/10 days there were average 63MMscfd gaslift applied in field. 
Best Regards, 
Tung 
 
Email 2 
Dear anh Tung, 
Onto step-3, coming after back-pressure effect monitoring, some PIPESIM case runs were 
made. S-02P cyclic production is pending (now consumes 2.3mm). And remaining 2.7mm 
will be taken from other wells according to PIPESIM optimizer. Detailed gaslift action  
list will be prepared upon your agreement. 
Best Regards, 
Tori 
 
 
It may seem unusual that the petroleum engineers in the excerpts above have 
codeswitched to Vietnamese and Japanese to address their colleagues in their emails 
in English. However, in follow-up interviews, the engineers stated that they used 
these words to express their respect to their supervisors and colleagues. Hai in 
Company 2 stated that he was aware that his email recipient was his Vietnamese 
supervisor who was senior to him in terms of age and position while he was writing 
that email (Excerpt 5.8). He believed that addressing his supervisor by anh and 
referring to himself as em helped him to maintain a good relationship with this 
person. Moreover, Hai also considered that Vietnamese people usually prefer being 
respected by the other, especially their juniors. This was also confirmed by Tung in 
Company 1, as shown in his statement below: 
‘San’ was used to show my respect to Tori because I know that he is a 
Japanese person. Japanese people usually use san before a name to express 
respect to the recipient. Not only me, but also other people in my company 
usually do this. … Yes, with Vietnamese people, we also use ‘anh’,’ em’, or 
‘chị’ to express respect. …. It is not compulsory in my company but it seems 
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that most of us usually apply this in our workplace communication. … I think 
… Vietnamese and Japanese people want to be respected. (CO1-PE3) 
Tung maintains that he used san to address his Japanese colleague since he 
was aware that Japanese people prefer to be respected. It seems that Tori in his 
responding email in Excerpt 5.9 was also aware of the Vietnamese culture when he 
used anh to address Tung. 
A review of the sociolinguistics literature shows  that anh is used to address a 
male senior, chị for female senior, and em for male and female juniors in Vietnamese 
culture (Chew, 2011; Schrichampa, 2008).  San is used in public, social and personal 
relationships in Japanese culture (Mogi, 2002). With this kind of participant 
knowledge, the interlocutors used these honorifics as politeness markers (Yoon, 
2015). P.  Brown and Levinson (1978, p. 179) argue that “honorifics derive from 
frozen outputs of politeness strategies where these directly or indirectly convey a 
status differential between speaker and addressee or referent”. Politeness is perceived 
as vital in any interaction and is particularly sensitive in interactions between 
interlocutors with different role and power relationships, e.g., the ones between 
employers and employees (Gan, David, & Francisco, 2015). Therefore, it can be said 
that thanks to participant knowledge regarding age, job profile and national culture, 
the petroleum engineers in the two companies used honorifics and terms of address 
such as anh, em and san appropriately to function well in their email interaction. 
In addition to utilising participant knowledge, especially knowledge of their 
colleagues’ age, job profile and national culture in emails, the engineers in both 
companies also applied this knowledge in their daily calls, as shown in the following 
excerpt: 
Excerpt 5.10. Example of using participant knowledge in daily calls in Company 1 (CO1-
Call 4). 
 
Turn Speaker Transcript 
14 
 
15 
16 
17 
18 
Son 
 
Binh 
Son 
Binh 
Son 
So the valve that last in last couple of days now driving E1 and then is now in 
installation in place or not yet, Binh? 
It mean shutdown valve, anh Son? 
Yes, yes. That's right. Ok 
If we want to drain liquid we open bypass line, anh Son, we had bypass line. 
Ok, understand. 
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In the excerpt above, Son was a Vietnamese general manager who was 
working onshore and was responsible for controlling all the oil production and 
exploration in Company 1 while Binh was younger than Son and was a Vietnamese 
production manager working offshore. In this daily call, they talked in English about 
a technical issue taking place on the oilrig. When addressing Son, Binh used anh Son 
instead of Mr Son in Turn 15 and Turn 17 to express his respect to Son. In the 
follow-up interview, Binh stated that calling his senior colleague Mr Son was not 
sufficiently respectful to ensure a good relationship with his Vietnamese manager. 
He was aware of the fact that Son was senior to him regarding his age and job 
position and also aware of the Vietnamese culture of respecting senior colleagues. He 
also confirmed that such knowledge was necessary for his successful workplace 
communication, as argued in the following: 
Yes, I was conscious of using that word [anh] to call my manager. I think it 
should be done to show my respect to him. …. In comparison with Mr, Anh 
seems to be more effective to obtain a closer relationship with Vietnamese 
people. It is common in my company. (CO1-PE 4) 
It appears that Petroleum Engineer 4 in Company 1 is using anh to address 
his senior colleague in order to achieve a good relationship with him. The engineer 
also believes that this is a common phenomenon in his company. Participant 
knowledge, especially knowledge of age, job profile and national culture was also 
operating in the daily calls of staff within Company 1. 
Furthermore, knowledge of communicating participants’ career history was 
also useful, as shown in another daily call in Company 1. 
Excerpt 5.11. Example of using participant knowledge in daily calls in Company 1 (CO1-
Call 3). 
Turn Speaker Transcript 
14 
 
 
   15 
 
 
 
16 
 
17 
18 
An 
 
 
Bao 
 
 
 
Loc 
 
An 
Loc 
They simulate the signal but the valve, we can simulate for the 
       alarm. The valve fault, but the actuator, the valve is fully closed and might 
be difficult for FSO site. On our site, it’s simple. 
Can we do the shutdown valve on FSO actual, it will take  
       …sometimes… 2 kilometres. It will take sometimes for the pressure to 
raise. If we test the valve, we can simulate at our site, can we? Not 
shutdown. 
OK let …, we need to check with the E&I because I remember you  
 are directly involved in setting up the system, right? 
Yes. 
OK An, just some kind of discussion. But let me see…. if anyone has  
       any questions for you from here. 
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From the excerpt above, one can see that Loc wanted to persuade all the 
participants in the meeting to accept his suggestion of checking with the E&I by 
confirming An’s involvement in the system. “I remember you are directly 
involved in setting up the system, right?” implies that Loc remembered and 
understood An’s job, which helps him to achieve his communication purpose. This 
finding contributes to confirming that knowledge of communicating participants’ 
career history was also useful for the petroleum engineers in Company 1 to function 
well in their daily call communication with colleagues in the company. 
Also, participant knowledge, especially knowledge of the national culture and 
character of communicating participants was utilised by the petroleum engineers in 
Company 2 in their daily calls, as shown in the following excerpt: 
Excerpt 5.12. Example of using participant knowledge in daily calls in Company 2 (CO2-
Call 1). 
 
In the excerpt above, to sign off the conversation, John made a joke by saying 
“don’t get too drunk” to Hung, his Vietnamese colleague. This humour seems to be a 
happy ending to a morning call, amusing all the participants. This shows that John 
had lived in Vietnam long enough to be able to understand Vietnamese culture, 
where most Vietnamese men enjoy drinking beer in the Lunar New Year 
celebrations. This also implies that he had a good understanding of Hung’s character 
as someone with whom he could enjoy a joke. It is apparent that knowledge of his 
participant’s national culture and character helped John to make the joke.  
Humour is regarded as an interesting politeness device to nurture and 
maintain harmonious relations with colleagues in the workplace (P.  Brown & 
Levinson, 1978; Holmes & Stubbe, 2015; Rogerson-Revell, 2007). Humour not only 
constructs good relationships between work colleagues, but also softens less 
welcome messages to subordinates, such as directives and criticism (Holmes & 
Stubbe, 2015).  
In short, the evidence from the emails and daily calls in the two petroleum 
companies revealed that the petroleum engineers in these companies used participant 
Turn Speaker Transcript 
24 
25 
26 
Hung 
John 
Hung 
OK, so see you again next year [laughs]. 
Yes, OK guys and…. Hung, don’t get too drunk [laughs]. 
OK, bye [laughs]. 
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knowledge, especially knowledge of age, career history, job profile, national culture, 
and character in their emails and daily calls. It can be said that participant knowledge 
played an important role in ensuring workplace communication in these companies.  
5.4 GLOBAL, INSTITUTIONAL AND ORGANISATIONAL KNOWLEDGE 
REQUIRED FOR WORKPLACE COMMUNICATION IN TWO 
PETROLEUM COMPANIES IN VIETNAM 
As shown in Chapter 3, global, institutional and organisational knowledge is 
the third kind of knowledge in Huhta et al.’s (2013) model of professional 
communication. This kind of knowledge is very important for workplace 
communication in general but even more important in multinational workplaces 
(Huhta et al., 2013). Most workplace communication in an organisation aims to deal 
with the issues related to that organisation. Different organisations or institutions 
have different organisational or institutional features and cultures that may influence 
their workplace communication. Therefore, in order to communicate effectively and 
appropriately in the workplace, it is necessary for a professional person to have a 
deep understanding of his/her organisation and also the global trends in his/her field.  
The company data from interviews, document analysis and audio recordings 
of daily calls in the two companies showed that the petroleum engineers in these 
companies used global, institutional and organisational knowledge including 
knowledge of field, focal themes, communities of practice, in-group or out-group 
members, critical incidents, crucial sites, organisation culture, strategy, vision, 
mission, and organisation structure, operation, service, plans and problems as shown 
in Figure 5.3.  
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Figure 5.3. Global, institutional and organisational knowledge used in the two petroleum 
companies. 
The interview data revealed that the majority of the workplace participants 
confirmed that global, institutional and organisational knowledge was necessary for 
them to communicate in their workplace, as shown in the following excerpt: 
We need to know how our company is organised, what kind of service is it 
doing, and other information about the company we need to know such as 
exploration index, human resource, current issues or plans. Because they 
are discussed about in our emails, daily calls or reports. (CO2- PE2) 
From the excerpt above, the petroleum engineer in Company 2 considered 
that they were required to know about their company’s structure, operation, service, 
plans or problems so that they could know what to communicate about in their 
emails, calls and reports. Although these aspects were not labelled with a specific 
name in Huhta et al.’s (2013) model of professional communication, it can be 
assumed  that they belonged to the bigger branch of organisational knowledge in her  
model. This kind of knowledge was regarded as being crucial to workplace 
communication in Company 1, as argued by another petroleum engineer:  
We should know about company’s culture. It will be easier for you to work in 
a place that you know a lot about it. … You know your company’s culture, 
operation objectives and procedures, policies, and everything of the 
company. All the knowledge benefits you a lot and other persons working 
with you as well. Each company has its own cultural background. When you 
live in such environment, you can adapt into it. You cannot be separated 
from that. Especially, when you work offshore, you have to live far from your 
 Chapter 5: Kinds of Knowledge Required for Workplace Communication in Two Petroleum Companies in 
Vietnam 165 
family and live with your colleagues. Therefore, it is useful if you know 
company culture and how to treat everyone. (CO1- PE3) 
In the excerpt above, the petroleum engineer considers that for workplace 
communication to be effective, engineers in the company need to know about their 
company’s operation objectives and procedures, and policies. Furthermore, he also 
regards knowledge of organisation culture, another aspect of global, institutional and 
organisational knowledge, as integral to workplace communication. He argues that 
the petroleum engineers in his company must be aware of their company culture and 
adapt to it. As mentioned in Chapter 3, organisation culture is “the specific collection 
of values and norms that are shared by people and groups in an organisation and that 
control the way they interact with each other and with stakeholders outside the 
organisation” (Charles & Gareth, 2001, p. 68). 
Furthermore, the requirement of global, institutional and organisational 
knowledge in the petroleum communication is mentioned in a formal document in 
Company 1, named Language/Communication Policy (See Appendix D). In this 
document, petroleum engineers are required to have knowledge of the field, which is 
“basic outline knowledge of the upstream oil industry”, focal themes such as 
“exploration and production”, their companies’ activities and the Vietnamese 
petroleum industry. Moreover, they are required to have knowledge of their 
community of practice where they could work with other people from different 
countries and cultural backgrounds. A community of practice is defined as a group of 
people working and participating in professional activities together, therefore 
developing a common knowledge (Luzon, 2005). Also, “cross-cultural learning” is 
mentioned in the language/communication policy, which indicates that the petroleum 
engineers in Company 1 are required to know about the culture of people coming 
“from other nationalities and cultures”. It implies that knowledge of in/out-group 
members is considered as being important to having effective workplace 
communication in this company.  
The findings from analysing the emails and daily calls in the two companies 
provide further evidence of how the global, institutional and organisational 
knowledge played an indispensable role in the petroleum communication, as shown 
in the following excerpt. 
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Excerpt 5.13. Example of global, institutional and organisational knowledge in Company 2 
(CO2-Email 56).  
Dear anh Tan, 
 
Besides ABC service, there are two options: 
- Well test of S-8P using well profile data from another wells (as current borrow of S-7P’s 
one): not good practice because we cannot ensure well profile data mismatching by this kind 
of borrowing approach 
-  Our company to conduct calibration work by ourselves: we discussed (feasibility check, 
concerns) about this as email in attachment. 
 
ABC has just updated us about contract term as email in attachment. 
 
We look forward to getting your instruction. Thank you. 
 
Best regards, 
Em Binh 
 
From the excerpt above, Binh in Company 2 wrote an email to Tan, his 
manager to ask for an instruction to deal with a technical issue in his job. In a follow-
up interview, Binh confirmed that in order to write that email, he had to have a deep 
understanding of his current job, his manager Tan, and Service Company ABC 
(pseudonym). In fact, such kinds of knowledge were identified as knowledge of 
critical incidents, in-groups members and out-group members respectively, which are 
aspects of organisational knowledge in Huhta et al.’s (2013) model of professional 
communication. Binh also considered that he must be aware of the process of dealing 
with an issue in his company, including identifying the issue, suggesting solutions, 
asking for approval from his manager and then working on the approved solution to 
the issue. This refers to his knowledge of communities of practice, which is regarded 
as necessary for successful workplace communication (Huhta et al., 2013). 
Additionally, the fact that Binh used Anh and Em in the email, which were 
mentioned as Vietnamese honorifics in Section 5.3, strongly indicates his awareness 
of organisation culture and that these terms were acceptable to be used in English 
emails in his company. Binh stated that he used these Vietnamese terms to express 
his respect to his supervisor, Tan, to achieve successful communication. It can be 
said that organisational knowledge was very important for this type of email 
communication.  
Similarly, the petroleum engineers in Company 1 used the global, 
institutional and organisational knowledge, especially organisational knowledge to 
write their emails. Critical incidents, in-group and out-group members, communities 
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of practice and organisation culture were also found in email communication in 
Company 1, as shown in an email transfer between Hai and Long in Excerpt 5.14. 
Excerpt 5.14. Example of global, institutional and organisational knowledge in emails in 
Company 1 (CO1-Email 4). 
 
From the excerpt above, it is clear that when writing these emails, Long and 
Hai were required to have knowledge of critical incidents, in-group and out-group 
members, company practice and organisation culture as discussed above about the 
use of organisational knowledge in the daily calls in Company 2. Notably Hai wrote 
to and asked Long to be careful in communication with their supplier, SLB, because 
he considered that this out-group member was “smart and rigid.” Long was advised 
to get to know SLB carefully through their Terms and Conditions. It is clear that 
knowledge of out-group members was required for effective email communication in 
Company 1. 
The importance of organisational knowledge in workplace communication 
was evident in daily calls in both companies. In these daily calls, the staff offshore 
and onshore in both companies talked about a technical issue related to the 
production activities on their oilrigs. In order to be able to participate in these 
discussions, participants needed to have knowledge of what had happened on the 
oilrigs. This highlights that these petroleum engineers had to have knowledge of 
critical incidents and crucial sites (oilrigs) in their companies. This strongly indicates 
that organisational knowledge was very important in the daily call communication in 
the two companies. 
Email 1 
Dear anh Hai, 
As per latest clarification from SLB (email in attachment): 
We see the benefit if choosing this option (three-year service contract for obtaining cost deduction 
and SLB’s continuous support but no obligation of yearly maintenance). 
We look forward to getting your approval. 
Thank you and Best regards, 
Long, 
Email 2 
Long 
The e-mail attached is not from SLB.  
P/S: SLB is one of the most “smart, and rigid’ contractor, then unless you have studied carefully 
their Term & Conditions, be careful with them. 
Best Regards, 
Hai 
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In addition, the findings from reports in both companies showed that 
organisational knowledge played a crucial role in workplace communication in these 
companies. In order to be able to write the daily reports (Appendix G and H), the 
petroleum engineers in Company 1 and Company 2 needed to be aware of the critical 
incidents related to the production activities on their oilrigs the previous day. With 
such knowledge, they were able to write the content of their reports, including what 
was done the day before and what would be done the next day. Moreover, the 
information of personnel on board the oilrig was also provided in both reports, which 
also indicates that their awareness of in-group members – their co-workers on the 
oilrigs – was crucial in writing the reports.  
In short, the evidence from company policies, interviews, emails, reports and 
daily calls revealed that global, institutional and organisational knowledge, especially 
field, focal themes, communities of practice, in-group or out-group members, critical 
incidents, crucial sites, organisation culture, strategy, vision, mission, and 
organisation structure, operation, service, plans and problems were indispensable for 
the petroleum engineers in the two companies to communicate effectively in their 
workplace contexts. Moreover, communication strategies are very necessary to 
achieve successful communication, which relates to social action knowledge, as 
outlined in Chapter 3. The following section will discuss the practice of using social 
action knowledge in workplace communication in Company 1 and Company 2. 
5.5 SOCIAL ACTION KNOWLEDGE REQUIRED FOR WORKPLACE 
COMMUNICATION IN TWO PETROLEUM COMPANIES IN 
VIETNAM 
As discussed in detail in Chapter 3, social action knowledge is the fourth kind 
of knowledge in Huhta et al.’s (2013) model of professional communication. It 
involves cultural considerations, discourse community alignment, tacit/implicit 
transfer, expressions of trust and verbal/non-verbal communication. The results from 
interviews, document analysis and audio recordings of daily calls revealed that the 
petroleum engineers in the two petroleum companies used social action knowledge, 
especially cultural considerations, discourse community alignment, improvisation, 
expressions of trust, expressions of respect, and humour in their workplace 
communication, as illustrated in Figure 5.4.  
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           Figure 5.4. Social action knowledge used in the two petroleum companies. 
  
In Figure 5.4, humour and expressions of respect (in red) are two new aspects 
that have been added to social action knowledge, as these aspects were evident in the 
two petroleum companies. Although not mentioned in Huhta et al.’s (2013) model of 
professional communication, these two aspects were shown explicitly in the 
company data and are a contribution to the model of professional communication. In 
contrast, other aspects of social action knowledge in Huhta et al.’s (2013) model of 
professional communication like tacit/implicit transfer and verbal/non-verbal 
communication were not evident in the data. Given that tacit/implicit transfer and 
non-verbal communication are usually shown directly in live communication, these 
aspects could not be found in the company data in this study. This is because no 
workplace observations were conducted in the two companies due to confidentiality 
issues.  
While Huhta et al. (2013) distinguish four kinds of knowledge, the data in 
this study revealed some overlap between the types of knowledge and their functions 
in workplace communication. For example, cultural considerations, discourse 
community alignment, expressions of respect, and expressions of trust in social 
action knowledge can overlap with knowledge of participants’ national culture 
(participant knowledge) and with company culture (global, institutional and 
organisational knowledge). 
As described in Section 5.3, using Vietnamese honorifics like anh and em, 
and Japanese ones like san in the emails in both companies (Excerpt 5.8 and Excerpt 
5.9) and in the daily call in Company 1 (Excerpt 5.10) to show respect to colleagues 
indicates that the petroleum engineers used participant knowledge in their email and 
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call communication. These interlocutors were also deeply aware of the national 
culture of their communicating partners. Moreover, as mentioned in Section 5.4, the 
use of Vietnamese and Japanese honorifics in the emails and daily calls in these 
companies also indicated that the petroleum engineers were aware of the company 
culture in which this phenomenon was acceptable. In other words, knowledge of 
company culture was also utilised. 
Having such cultural considerations regarding national culture of participants 
and company culture resulted in people trying to align with the discourse 
communities of their communicating participants in order to achieve success in their 
email and call communication. A discourse community is defined as “networks of 
professionals with common goals for knowledge work in an organisation or a part of 
an organisation” (Huhta et al., 2013, p. 199). In this case, it can be said that cultural 
consideration and discourse community alignment were used in the email and call 
communication of the engineers presented in the data above. 
In addition to cultural consideration and discourse community alignment, the 
use of Vietnamese and Japanese honorifics also illustrated another aspect of social 
action knowledge, which was expression of respect. The petroleum engineers chose 
particular terms of address to express respect to their colleagues. In their words, 
addressing senior or Japanese colleagues by Mr plus a name was not sufficiently 
respectful to ensure a good relationship with them. Anh, em, and san were considered 
very important to maintaining a good social relationship. This is identified as code-
switching, which is a phenomenon in which two or more languages or dialects are 
used in the same interaction, possibly a conversation or a sentence by bilingual 
people (Gardner-Chloros, 2009). The code-switching in this study was conducted 
intentionally by the petroleum engineers to show positive politeness to senior 
colleagues (Denzin & Lincoln, 2011; Merriam, 1998). 
Furthermore, the expression of positive politeness by using the honorifics in 
emails and daily calls in both companies indicated expression of trust, another aspect 
of social action knowledge. As mentioned in Chapter 3, positive politeness is one of 
the ways to express trust in communication (Dossena, 2010). In the words of Roberts 
(2000), trust can help to reduce risks and uncertainties to ensure successful 
communication. Trust played an important role in the multilingual and multicultural 
workplace of Company 1 and Company 2.  
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In addition to the aspects of social action knowledge shown above, humour, 
another aspect of this kind of knowledge was also used by the petroleum engineers in 
their daily calls. As mentioned in Section 5.4, humour was used in Excerpt 5.12, 
illustrating participant knowledge between the engineers. Humour is a multi-
functional discourse strategy to nurture and maintain harmonious relations with 
colleagues in the workplace (Holmes & Marra, 2002; Holmes & Stubbe, 2015). 
Moreover, in Company 2, humour was also used for “establishing group identity” 
(Dunbar, Banas, Rodriguez, Liu, & Abra, 2012, p. 473), as illustrated in Excerpt 
5.15. 
Excerpt 5.15. Example of social action knowledge used in daily calls in Company 2 (CO2-
Call 4). 
Turn Speaker Transcript 
12 
 
13 
14 
15  
16 
17 
Jack 
 
John 
Jack  
John 
Jack 
 John  
Will you be there tomorrow? Will you be in office tomorrow? I will be standby    
and if you have anything, just call me. 
I will be in Vung Tau tomorrow, but not in office. 
OK, so no daily calls. OK! That’s fine. 
OK, so see you again next year  J 
Yes, OK, guys and John, don’t get too drunk   J.  
OK, goodbye! J 
 
In the excerpt above, the daily call was made between offshore and onshore 
participants, between Jack and John and others in Company 2, and occurred one 
week before the Lunar New Year. At the end of this talk, John uses humour in saying 
“next year” instead of “next week,” and Jack uses humour in saying “don’t get too 
drunk.” These participants are evolving “a humorous sequence for mutual 
amusement” (Holmes & Stubbe, 2015, p. 111). Between them exists “a shared idea 
of what is funny” (Rogerson-Revell, 2011, p. 64).  
Humour used in the excerpt above likely helps build camaraderie and 
bonding. Thanks to humour, the formal talk becomes more comfortable: John from 
Malaysia, Jack from South Africa, and the others from Vietnam might feel more 
relaxed (laughing) in their communication. The humorous situation is interactively 
achieved and collaboratively created. Although their humour is unrelated to their job 
situation, it contributes as a special kind of “glue” (Marra & Holmes, 2007, p. 154) to 
connect all the participants and help them to feel included. 
Creating social cohesion in the workplace by expressing solidarity between 
co-workers is considered the most frequent and central function of humour (Holmes 
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& Stubbe, 2015; Marra & Holmes, 2007; Rogerson-Revell, 2007). Humour is 
especially useful in bridging cultural difference between all participants in the two 
examples above (Lewis, 1999; Marra & Holmes, 2007; Rogerson-Revell, 2007) in 
terms of “putting people at their ease, breaking the ice and speeding up issues” 
(Rogerson-Revell, 2007, p. 7). Here, it is evident that humour plays an important role 
in ensuring positive social relationships in the workplace. It can be seen as a type of 
knowledge that promotes social action towards a collegial social environment within 
the companies.  
5.6 DISCUSSION AND SUMMARY OF THE CHAPTER 
Along with the findings in Phase 1, as shown above, this section continues to 
further discuss some following key issues. 
While Huhta et al. (2013) distinguish participant knowledge, social action 
knowledge and global, institutional and organisational knowledge clearly, the data in 
this study revealed that some aspects in the three kinds, such as national culture, 
organisation culture and cultural consideration, overlap in workplace communication 
in these companies, as shown above. The use of Vietnamese honorifics anh and em 
in an English email by Binh to address his Vietnamese supervisor in Company 1 
indicates that he was using participant knowledge (age, job profile & national 
culture), global, institutional and organisational knowledge (organisation culture) and 
social action knowledge (cultural consideration, discourse community alignment and 
expression of respect). It is also important to note that even in such an ELF situation, 
Vietnamese honorifics and terms of address were still incorporated in the interactions 
in English. In other words, a form of mixing, code switching, was conducted for a 
social relationship.  
Moreover, it appeared that some aspects in Huhta et al.’s (2013) model did 
not appear in the data, including organisation structure, organisation operation, 
organisation service, organisation plans and organisation problems in global, 
institutional and organisational knowledge and humour and expressions of respect in 
social action knowledge. These new aspects could be added to Huhta et al.’s (2013) 
model of professional communication as a means of giving it even greater 
explanatory power. 
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As shown in the literature review, grammatical knowledge has been 
considered important in communication and should be paid attention to in language 
education (Akbari, 2014; Assia & Said, 2013; Batstone  & Ellis, 2009; İlin et al., 
2013; Nassaji & Fotos, 2004; Praise & Meenakshi, 2015). However, the data in this 
study revealed that such knowledge was not the priority in the workplace 
communication in the two companies. This reality can bring a new understanding of 
the role of grammar in workplace communication.  
The study also reveals that technical words were key vocabulary in the 
workplace communication of the two companies. This is not surprising given that 
these words are associated with the specialised knowledge particular to a field or 
industry (Chung & Nation, 2003, 2004). That is why technical vocabulary is often 
awarded special attention in ESP teaching and research (Chung & Nation, 2003; 
Csomay & Petrović, 2012; Gablasova, 2015).  
In addition to technical words, the study revealed that high frequency words 
also play a crucial role in workplace communication as these words make up the 
highest percentage of total words in emails and daily calls in both companies. The 
importance of high frequency words is also highlighted by the fact that over 51% of 
technical words are borrowed from high frequency words in the two different genres 
in the two different companies. This indicates that both technical words and high 
frequency words, and not just technical words as shown in the literature review, 
should be paid attention to in ESP teaching and learning. 
To sum up, the workplace data in Phase 1 revealed that in order to function 
well in workplace communication, the petroleum engineers in Company 1 and 
Company 2 were required to have textual knowledge, participant knowledge, social 
action knowledge and global, institutional and organisational knowledge, as 
presented in Figure 5.5. The figure is a comprehensive overview of the different 
types of knowledge needed for workplace communication in the two multinational 
petroleum companies. To investigate whether the EPE curriculum at NKU aligns 
with these knowledge needs, it is necessary to explore what kinds of knowledge in 
Huhta et al.’s (2013) model of professional communication were taught in the EPE 
course at NKU. Therefore, the EPE teaching practices at NKU will be presented in 
the next chapter.  
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                    Figure 5.5. Kinds of knowledge required for workplace communication in the 
two petroleum companies.
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Chapter 6:  Kinds of Knowledge Taught in 
the English for Petroleum 
Engineering Curriculum at Nam 
Khue University 
6.1 INTRODUCTION 
Chapter 5 discussed the types of knowledge needed for workplace 
communication in two joint-venture petroleum companies in Vietnam based on 
Huhta et al.’s (2013) model of professional communication. According to Huhta et 
al. (2013), a professional needs to have textual knowledge; participant knowledge; 
global, institutional and organisational knowledge; and social action knowledge to 
function well in workplace communication. The logic in the design of this study is 
that the students studying English for Petroleum Engineering (EPE) should be 
equipped with these kinds of knowledge to prepare them for the communication 
demands of their future workplace. Accordingly, the current chapter focuses on Nam 
Khue University (NKU) as a higher education institution that provides specific 
petroleum skills and knowledge for graduates to work in the industry located in the 
Mekong Delta and beyond. The study at the university investigates (1) the kinds of 
knowledge taught and (2) the processes of teaching and learning utilised in the EPE 
curriculum at NKU. The first question focuses on the ‘what’ of the curriculum while 
the second focuses on the ‘what and how.’ This addresses the second research 
question of the study: “What kinds of knowledge were included in the EPE 
curriculum at NKU?” 
In order to answer the research question above, the researcher analysed the 
data collected from (1) interviews with the academic coordinator, EPE teacher, and 
five EPE students; (2) documents including textbooks, teaching proposals, handouts 
and test papers in the EPE course; and (3) classroom observations. The findings will 
be discussed in detail in four main sections. Section 6.2 discusses textual knowledge 
taught in the EPE course, including communication situations, genres and texts. 
Participant knowledge; global, institutional and organisational knowledge; and social 
action knowledge are discussed in Sections 6.3, 6.4, and 6.5 respectively. To 
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conclude this chapter, Section 6.6 summarises the major findings from the data in 
light of the research question. Before discussing the findings in the four sections, it is 
necessary to look back to the context of the EPE course. As mentioned in Section 
4.5.2, the EPE course was taught in the third university year of a four-year Bachelor 
of Petroleum Engineering degree program. Before taking part in this course, the EPE 
students were required to finish General English 1 and General English 2 and basic 
petroleum engineering courses in the first two university years.  
6.2 TEXTUAL KNOWLEDGE TAUGHT IN THE EPE CURRICULUM AT 
NKU 
Textual knowledge is the first kind of knowledge in Huhta et al.’s (2013) 
model of professional communication. As presented in Section 3.4.3 in Chapter 3, 
textual knowledge refers to knowledge of communication situations, genres and texts 
including vocabulary and grammar in workplace contexts. The university data came 
from interviews with the academic coordinator, EPE teacher and EPE students, as 
well as from classroom observations and from documents like handouts, test papers, 
textbooks and teaching proposals. This data revealed that the EPE course focused on 
teaching communication situations and vocabulary knowledge (Figure 6.1). The 
other aspects of textual knowledge – such as grammar and genres – were not evident.  
 
Figure 6.1. Textual knowledge taught in the EPE curriculum at NKU. 
6.2.1 Communication situations taught in the EPE curriculum at NKU 
Communication situations for the purpose of this research are the ones taking 
place in the workplace. Huhta et al. (2013) consider that communication situations 
are central to workplace communication, and so also to English for Specific Purposes 
(ESP) training at university. Teaching communication situations in ESP courses is 
regarded as “a defining characteristic of ESP” (Huhta et al., 2013, p. 37). Huhta et al. 
(2013) argue that through the focus on communication situations, ESP students can 
learn the English language used in these situations, thus enhancing their capabilities 
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in workplace communication.  In other words, the content of ESP curricula, such as 
the EPE course in this study, should focus on providing the EPE students with a 
variety of communication situations. The 18 typical language/communication 
situations in industry and business listed in Section 2.2.4 were used to identify the 
communication situations taught in the EPE curriculum at NKU. 
The data revealed that three out of the 18 language/communication situations 
– reading technical documents, translating technical documents and explaining a 
process – were taught in the EPE course at NKU. However, while the first two 
situations were mentioned explicitly as curriculum objectives in the teaching 
proposal of the EPE course, the third situation of explaining a process was not in the 
curriculum documents, but rather chosen by the EPE teacher as an extension area. 
Reading and translating technical documents were mentioned in the teaching 
proposal of the EPE curriculum, as shown in the following excerpt: 
This course is aimed at providing students with … skill of reading and 
understanding technical documents and ability to translate technical 
documents in English into Vietnamese effectively. (NKU-EPE teaching 
proposal) 
The extract above shows that the EPE course focused on teaching students 
how to read and understand technical documents and providing them with the skill of 
translating technical documents from English into Vietnamese. These kinds of 
knowledge were prioritised in the EPE curriculum as areas that students would need 
in petroleum companies, as argued in the comments of the academic coordinator: 
We think that reading specialised documents and translating technical 
documents, which are totally in English, are the most important activities in 
petroleum companies. Petroleum engineers often meet these situations. 
Hence, it is useful to prepare our students with them. (NKU-Academic 
Coordinator) 
From the quote above, reading technical documents and translating technical 
documents are taught at NKU because they are thought of as the most common 
communication situations in petroleum companies. The academic coordinator 
believes that the EPE students should be exposed to these situations because such 
knowledge will be beneficial to graduates in their future workplace communication. 
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The EPE teacher especially emphasised the importance of reading technical 
documents in workplace, as shown in the following comment: 
Yes, I do. Especially, reading technical documents. When they work in a 
refinery factory, the process of the factory is often in English, to become an 
operation engineer or technology engineer [subtitles of petroleum engineers 
in different positions] or in the laboratory to run a process they have to 
understand the English documents: all of operations and rules of the use of 
machines in the factory and in the laboratory. How should they treat these 
situations? … They have to know how to read reports and understand them. 
… we provide students with … the skill of reading… processes, technologies, 
material quality, and product quality. … Then, our students learn how to 
translate these documents. (NKU-EPE teacher) 
In the excerpt above, the EPE teacher also confirms that reading technical 
documents and translation are taught in the EPE curriculum. However, she focuses 
on explaining the importance of the teaching of reading technical documents. 
According to her, knowing how to read technical documents such as manuals for 
machines, processes, technologies, material quality, product quality, and reports in 
factories or in laboratories is necessary for petroleum engineers. This is because all 
these documents are written in the English language. It is also clear to note that 
‘technical documents’ as used by the EPE teacher refers to authentic documents used 
in the petroleum workplace contexts. 
It appears that reading and translating technical documents were considered 
the two main teaching objectives of the EPE course. Given these priorities, it is very 
important to gain a deeper understanding of how these situations were taught in this 
course. Let’s explore how the situation of reading technical documents was taught in 
the EPE class.  
In Excerpt 6.1, the students are asked to read and understand a text about 
crude oil (Turn 1) and then answer some questions (Turns 5 and 7). After confirming 
the answers given by her students in Turns 6 and 8, the EPE teacher translates the 
answers into Vietnamese to make sure that her students can understand their meaning 
(Turns 7 and 11). It seems that the EPE teacher does not teach her students how to 
read this text, but aims instead at providing the students with technical words and 
content knowledge of the petroleum industry field, notably about crude oil. 
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Moreover, it is also noted that the text used to teach this situation was not extracted 
from technical documents used in the workplace, but from an academic source, 
which is a textbook named English for Students of Petrochemical Technology (see 
Appendix I). 
Excerpt 6.1. An excerpt of a reading task in the EPE curriculum (NKU-ClassObservation 1). 
 
Looking back to the objective of teaching the ‘skill of reading and 
understanding technical documents,’ as mentioned in the EPE teaching proposal and 
in what both the academic coordinator and the EPE teacher said above, it seems that 
this teaching objective is not achieved completely. In reality, the EPE teacher paid 
much attention to helping her students to understand the meaning of the technical 
vocabulary and the specialist knowledge in the academic text. In this instance, she 
did not teach the students how to read ‘technical documents,’ as outlined in the 
teaching proposal. The EPE teacher had a Bachelor and Master degree in petroleum 
engineering. Her knowledge of the industry was advanced and she was familiar with 
the technical vocabulary and specialist knowledge in the petroleum industry, 
including English language terms. However, she was not a qualified ESP teacher and 
had no knowledge or experience of EFL/ESP teaching.  
Turn                                             Speaker Transcript 
1. 
 
2. 
3. 
4. 
5. 
 
6. 
 
7. 
 
 
 
 
 
 
 
 
8. 
9. 
10. 
11. 
 
Teacher 
 
Class 
Teacher 
Class 
Teacher 
 
Nam 
 
Teacher 
 
 
 
 
 
 
 
 
Cuong 
Teacher 
Class 
Teacher 
Now, read the reading text and then answer the questions below (1.0). You have 
15 minutes to do that (15 minutes). Have you finished? 
Yes 
Are you ready to answer the questions? 
Yes 
Ok. Number one? Give the definition of crude oil? Who can? (1.5) Minh, 
please. 
Crude oil is a naturally occurring brown to black flammable liquid, which 
contain a mixture of different sized hydrocarbons. 
Yes, crude oil is a naturally occurring brown to black flammable liquid, which 
contain a mixture of different sized hydrocarbons. Nghĩa là sao các bạn? (What 
does that mean?) (0.5). Dầu thô là một loại chất lỏng dễ cháy, chuyển hóa tự 
nhiên từ màu nâu sang màu đen. Đó là một hỗn hợp có chứa các 
hydrocacbon kích thước khác nhau (crude oil is a naturally occurring brown 
to black flammable liquid, which contain a mixture of different sized 
hydrocarbons). Now, question two: What is the main composition of crude oil? 
(1.2) Cuong, please. 
The main composition of crude oil is hydrocarbons. 
It that right, class? 
Yes. 
Yes, because in the text, in line two, you can see that which contain a mixture of 
different sized hydrocarbons. It means that hydrocarbons are the main 
composition of crude oil. Vậy hydrocarbon là thành phần chính của dầu thô, 
các bạn há. (hydrocarbons are the main composition of crude oil, hah) 
 Chapter 6: Kinds of Knowledge Taught in the English for Petroleum Engineering Curriculum at Nam Khue 
University 182 
Regarding translation, the researcher had no opportunity to observe how this 
situation was taught in the EPE class. However, reviewing the student handouts for 
translation tasks revealed that the texts used in teaching this situation were not 
derived from the workplace. For example, in Excerpt 6.2, the EPE students were 
asked to translate the text “Fertilizer Production for Petroleum Feedstock” into 
Vietnamese (See Appendix J). This text was not taken from a workplace, but from 
the website Petrowiki (http://petrowiki.org/Gas_as_fertilizer_feedstock). It appears 
that the materials were not specifically related to the petroleum industry and its 
operations with oil and gas.  
Excerpt 6.2. An extract from a translation task in the EPE curriculum (NKU-Handout 4). 
Project 2: 
Individual 
Translate into Vietnamese 
Fertilizer production for petroleum feedstock 
A, B, C, D 
Translate into Vietnamese (no googletranslate, please!!!) 
Printed copy on A4 
Deadline: 12th December 2015 
 
Although not presented as a main teaching objective, describing a process 
was chosen by the EPE teacher as important for the class. She considered that this 
kind of knowledge was useful for workplace communication, as highlighted in her 
statement: 
Not found in the teaching proposal. I was not required to teach describing a 
process. However, I think this knowledge is also necessary for petroleum 
engineers in their workplace. As I told you before, petroleum engineers must 
work a lot with a variety of processes and they may be asked to describe a 
process, for example a process of atmospheric distillation. That is why I 
chose this situation to teach my students. (NKU-EPE teacher) 
The EPE teacher has the belief that petroleum engineers have to describe 
processes in their workplace. Therefore, in her objective to prepare students, she 
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included describing processes as a teaching focus. This situation was evident in one 
of the teaching slides provided by the EPE teacher (Appendix K). The slide was used 
to teach EPE students how to describe a process of atmospheric distillation. In the 
document, the students were introduced to the process by using appropriate 
vocabulary and grammatical structures, such as passive voice; simple present and 
present continuous; prepositions such as from … to…; adverbs of sequences like first, 
then, next, after that, while, here; structures to be used for V-ing, to be used to V-inf, 
….; and verbs like move, go, pump, put, pipe, and lead. Moreover, along with reading 
and translating technical documents, knowledge of this communication situation was 
assessed at the end of the course, as evidenced in the end-term test papers (Appendix 
L). This highlights the fact that this communication situation was regarded highly, 
yet remained unmentioned in the curriculum and teaching proposal. Teaching this 
communication situation was not explicitly presented in the teaching proposal and 
even not introduced to the EPE students at the beginning of the course, as shown in 
the following excerpt from an EPE student: 
We were not told why we had to study this [describing a process]. At the 
being of the course, the teacher introduced the outline of the EPE course, 
which includes the names of nine lessons, for example crude oil, or 
petroleum products and what we have to prepare for the lessons. She did not 
specifically tell us what we would actually learn and why we have to learn 
them. She just taught and we followed. Therefore, some students felt that this 
course is not necessary. …. If we knew what we were learning was useful to 
our future job, we would feel more motivated to learn and I think we would 
learn more effectively. (NKU-EPE student 5) 
Here, the EPE student makes a point that she and her classmates were not 
introduced explicitly to the learning of a process description and the benefit of this 
knowledge in their future workplace communication. Instead, at the beginning of the 
course, the EPE teacher showed them only the names of lessons and their tasks 
during the course. This was also evidenced in a teaching slide provided by the EPE 
teacher (See Appendix M). For the students, there seemed to be a desire for greater 
conceptualisation of course content, that is, knowing what they would learn. The 
comment of the student above indicates that she believed she would be more 
motivated if she was aware of the direction of the course and was more involved in 
the learning process.   
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The lack of a conceptual framework is considered a limitation in teaching this 
communication situation and choosing topics to teach this situation is also another 
limitation. The topic of “atmospheric distillation process” (as shown in Appendix K) 
was basic knowledge in the petroleum industry. Therefore, the students might not be 
asked to describe that process in their real workplace, as argued in the following 
excerpt: 
The process of atmospheric distillation is basic specialist knowledge that 
every EPE student like me must know. Therefore, I think no one will ask me 
to describe this process in the workplace. (NKU-EPE student 2) 
Here, it can be said that the EPE course was assumed to teach reading and 
translating technical documents and describing a process. However, limitations in the 
way of teaching communication situations, and the use of inauthentic topics and 
teaching materials for these three communication situations, as argued above, point 
to a lack of alignment with the communication demands in industry.  
6.2.2 Genres taught in the EPE curriculum at NKU 
Genre, another aspect of textual knowledge, is also necessary for workplace 
communication, and should be involved in an ESP curriculum (Dudley-Evans, 1998; 
Huhta et al., 2013). Luzon (2005) argues that genres should be taught to ESP 
students because genres can work “as a tool to help students become members of a 
community” (p. 290). As noted in Section 3.4.3, specific genres used in the 
workplace include emails, memos, letters, reports, meetings, telephone 
conversations, teleconferences, press releases, presentations and customer-complaint 
forms (Evans, 2010, 2012; Giannoni, 2014; Rogerson-Revell, 2008; Spence & Liu, 
2013; Warren, 2014). Accordingly, these genres should be taught in ESP curricula, 
especially in the EPE course in this study. However, the findings from class 
observations, documents analysis and interviews revealed that none of these genres 
were included in the EPE course.  
The academic coordinator, EPE teacher and EPE students confirmed that 
there was no place for teaching genres as an objective in the teaching proposal of the 
EPE curriculum. Although genres used in the workplace were not taught in the EPE 
curriculum, the EPE teacher taught her students how to write essays, which she 
thought would be useful for her students: 
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Knowledge of a good essay will be beneficial for students to write reports in 
their workplace communication. They may be asked to write daily, weekly, 
monthly or annual reports to their colleagues or bosses. (NKU- EPE 
teacher) 
From the excerpt above, it is clear that although the EPE teacher was aware 
of the importance of writing reports in the workplace, she did not teach her students 
this kind of genre. Rather, the students were taught how to write essays. The EPE 
teacher argued that such knowledge was useful to writing reports. An example of an 
activity of writing an essay taken from the EPE curriculum is illustrated below: 
Excerpt 6.3. Example of a writing-essay task in the EPE curriculum (NKU-Handout 6). 
 Project 2 
Individual – 2 parts 
1st part: Write an essay of 250 words about one of the renewable energy sources (wind, solar, tide, 
geothermal, biofuels, …) 
                              4 paragraphs: 
                                 1st: introduction 
                                 2nd, 3rd: answer those questions: 
                                              - definition 
                                              - source 
                                              - feature properties 
                                              - application (how it is used in Vietnam!) 
                                 4th: conclusion 
 
In the extract above, students were asked to write an essay on one of the 
given topics related to renewable energy. The EPE students also confirmed that they 
were given this document as their homework for writing an essay and were not 
taught this skill in class. They were asked to finish this task by following the 
requirements for the format and structure of an essay, as outlined in the essay outline 
above. Following this, the essay was required to have four paragraphs – introduction, 
two content paragraphs and a conclusion – and to include some specific topics in the 
content paragraphs.  
If genres are set texts for a particular community, as presented in Section 
3.4.3, then essays and reports are different in terms of structure, purpose and 
audience. Although the EPE teacher assumed that knowledge of writing an essay 
could be useful to her students in their writing of a report, it was unlikely to be the 
case because essays and reports are two completely different genres. Troy (2016) 
maintains that report writing is a step-by-step procedure involving identifying the 
 Chapter 6: Kinds of Knowledge Taught in the English for Petroleum Engineering Curriculum at Nam Khue 
University 186 
report’s purpose and readers, researching the topic thoroughly, making an outline, 
writing and editing a draft and putting together the finished form of the report. 
Accordingly, he suggested that ESP students should have the abilities of problem-
solving; role-playing (e.g., writing a report for a client); researching; opinion 
formation based on one’s research; logic and organisation; exercising objectivity and 
subjectivity; using tables, graphs and software; using proper citation forms (quotes, 
footnotes, endnotes, and bibliographies); paraphrasing and summarising; and 
precision (Troy, 2016). This is a different communication context to essay writing.  
In sum, no workplace genres were taught in the EPE course at NKU. 
Although the EPE teacher supposed that writing essays was useful to her students in 
their future workplace, such knowledge was different from the knowledge that is 
necessary to write reports in the workplace.  
6.2.3 Texts taught in the EPE curriculum at NKU 
Text is another aspect of textual knowledge that should be studied by ESP 
students to prepare for their workplace communication (Huhta et al., 2013). As 
shown in Section 3.4.3, to investigate which aspects of text were taught in the EPE 
course at NKU, the researcher focused on examining the teaching of two major 
aspects of text, grammar and vocabulary. The teaching of these language attributes is 
discussed in the following sections.  
Grammatical knowledge taught in the EPE curriculum at NKU 
As shown in Section 3.4.3, grammar is considered important for 
communication because grammatical knowledge provides the background for the 
language skills of listening, speaking, reading and writing (Assia & Said, 2013) and 
can support the understanding of a message’s meaning and intent (Praise & 
Meenakshi, 2015). Therefore, grammatical knowledge should be included in any 
language curriculum, especially the EPE one. However, the findings from document 
analysis (of the teaching proposal of the EPE course, teaching materials and test 
papers), classroom observations at NKU and interviews with the academic 
coordinator, the EPE teacher, and EPE students revealed that grammar was not 
taught explicitly in the EPE course, but instead was revised.  
Grammar was not mentioned as a teaching objective in the teaching proposal 
and also was not the centre of attention in the classroom teaching observed during 
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the study. As observed in the EPE class, without teaching any grammar points, the 
EPE teacher gave her students grammar exercises and asked them to complete them 
in a certain time. After that, she provided feedback to the whole class and further 
explanation if necessary. The EPE teacher considered that the total time allocated for 
grammar revision was about 10 percent of time for the whole EPE course.  
The academic coordinator and the EPE teacher argued that the EPE course 
was not targeted at teaching grammar but revising basic grammar points that were 
taught in the General English classes: 
In fact, I don’t see much need for grammar in the EPE course. If you learn 
General English, grammar is taught a lot. Some necessary basic grammar, 
for example, passive voice and tenses	are revised	because I see those things 
are necessary, basic and simple.	(NKU-Academic Coordinator) 
Grammar was not taught in the EPE course because all the grammar points 
were taught in previous general English courses, which were required study for the 
students before they enrolled in the EPE course. While she said that it was not 
necessary to teach grammar in the EPE course, this does not mean that she rejected 
the importance of grammatical knowledge. This is assumed as cumulatively acquired 
competency, so there is merit in not focusing on grammar in the EPE course, which 
can save time for other more important learning contents.   
To sum up, grammar was not a priority in the EPE course at NKU since it 
was learnt in previous general English classes. Only some basic grammar points like 
tenses and passive voice were revised because they were considered necessary for 
workplace communication.  
Vocabulary knowledge taught in the EPE curriculum at NKU 
Vocabulary knowledge is another aspect of texts in Huhta et al.’s (2013) 
model of workplace communication. As mentioned in Section 3.4.3, vocabulary 
knowledge plays an important role in any language use, so teaching vocabulary 
knowledge should be included in all language education (Schmitt et al., 2015), 
especially ESP education (Coxhead, 2013; Tangpijaikul, 2014). Vocabulary 
knowledge refers to both the number of words a language user knows (i.e., breadth of 
vocabulary knowledge) and what the language user knows about these words (i.e., 
depth of vocabulary knowledge) (R. C. Anderson & Freebody, 1981; Sen & Kuleli, 
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2015; Vermeer, 2001). Therefore, in order to examine the teaching of vocabulary 
knowledge in the EPE course, both breadth and depth of vocabulary knowledge were 
explored. Specifically, the researcher investigated what kinds of words and what 
aspects of words were taught to the EPE students at NKU, as shown below. 
• Kinds of vocabulary taught in the EPE curriculum 
As noted in Section 3.4.3, Nation (2013) states that there are four kinds of 
words including high frequency, academic, technical, and low frequency vocabulary. 
The findings from interviews, document analysis and classroom observations 
revealed that the EPE course at NKU focused on teaching technical vocabulary 
because it was considered important for workplace communication. This was 
regarded as one major teaching objective in the teaching proposal of the EPE, as 
shown in the following excerpt from this document: 
This course is aimed at providing students with technical vocabulary in the 
petroleum industry, skill of reading and understanding technical documents 
and ability to translate technical documents in English into Vietnamese 
effectively. (NKU- EPE teaching proposal) 
From the extract above, it is clear that only technical words, not other kinds 
of words, were chosen to be taught in the EPE course. According to the academic 
coordinator, technical vocabulary played the most important role in the EPE 
curriculum. She explained that thanks to technical vocabulary knowledge, her 
students could read technical texts more quickly and they became more confident for 
their future job interviews, as shown in the following: 
The EPE course focuses on teaching specialised vocabulary. With this help, 
students can communicate and respond to the interview questions in English 
in job interview sessions in foreign companies. They can respond to any 
questions along with their knowledge of workplace communication… With 
familiar specialised words, they have the ability to communicate in 
English… Knowing much vocabulary will help students read more quickly. 
For example, for the first time, it may take students three days to read a page 
of a technical newspaper. Gradually, reading a lot and knowing more 
vocabulary will help students read more quickly. It may take them less time. 
(NKU-EPE academic coordinator) 
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From the above discussion, it is evident that technical vocabulary was 
considered very important for the EPE students to develop competencies to read 
technical documents and to take part in job interviews. Technical vocabulary is 
considered to be the foundation stone that helps develop meaning and fosters 
enhanced workplace understandings, especially in reading situations. Here, the 
academic coordinator’s emphasis on vocabulary knowledge for reading 
comprehension resonates with the work of numerous scholars (Graves, 2009; Li & 
Kirby, 2014; Moghadam, Zainal, & Ghaderpou, 2012; L. J. Zhang & Anual 2008). 
The academic coordinator considered that technical vocabulary needed to be taught 
to students because it was difficult to understand its meaning, as illustrated in the 
following extract: 
Here, the difference between technical vocabulary and general vocabulary is 
that with general words, you can look up their meanings in the dictionary 
while you cannot do that with technical vocabulary. … They are not in the 
dictionary online or any dictionaries ever but we can understand them just 
when we see them, are exposed to them, and put them in context. (NKU-EPE 
academic coordinator) 
Here, technical vocabulary is considered as more difficult to decode than 
general vocabulary (high frequency vocabulary). While the meanings of general 
words can be found in an English language dictionary, the technical words can be 
understood most clearly when they are seen and put in context. That is why the EPE 
course at NKU focused on teaching technical words.  
It can be seen in Figure 6.1 that most of the words written on the board were 
technical words and it is also noted that technical words were taught in both single 
words, for example drill, refinery, or demand and in multi-word terminology, for 
instance oil well, crude oil or boiling point. 
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Figure 6.2. Example of teaching vocabulary in the EPE curriculum at NKU (NKU-
ClassObservation 2). 
• Aspects of vocabulary taught in the EPE curriculum at NKU 
As described in Section 3.4.2, it is crucial to know which aspects of 
vocabulary knowledge were taught at NKU, along with knowing what kinds of 
words were taught in this university. The review of literature shows that knowing a 
word includes knowing its form (written, spoken, and word parts), meaning (form-
meaning, concept-referent and associations) and use (collocations, grammatical 
functions and constraints on its use) (Nation, 2013). The findings from the classroom 
observations indicated that the EPE teacher tended to focus on teaching the primary 
meanings of vocabulary rather than all nine aspects, as shown in classroom 
interactions in Excerpt 6.4 (Vietnamese is written in bold with an English gloss 
provided in italics in brackets. Numbers in brackets denote time in seconds). 
Excerpt 6.4. An excerpt from teaching vocabulary in the EPE curriculum (NKU-
ClassObservation 2). 
Turn Speaker Transcript 
1 Teacher The first oil well. Oil well là gì các bạn? (is what, guys?) (1.0)  Cái giếng dầu, 
há (oil well, ah). The first oil well was drilled in 1859. Là cái giếng dầu đầu tiên 
thì được... ?(The first oil well was ...?) Drill là gì các bạn? (is what, guys?) (1.5) 
2 Student Khoan (Drill) 
3 Teacher Khoan há. Mình có động từ drill, là khoan há. Drill là khoan há, (1.5) được 
khoan vào năm 1859 (Drill! We have the verb ‘drill’, meaning drilling, was 
drilled in 1859, ah). And two years later, the first oil refinery was went into 
operation. Là sao các bạn? (What does that mean, guys?) (1.0). Hai năm sau 
đó thì nhà máy lọc dầu đầu tiên đi vận hành (two years later, the first oil 
refinery was went into operation). Thì nhà máy lọc dầu là gì các bạn? (What 
is oil refinery, guys? ) (4.0)  
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From Excerpt 6.4, it can be seen that the EPE teacher focused on teaching 
form-meaning, an aspect in depth of vocabulary knowledge. For example, the 
meaning of the terms oil well (Turn 1), drill (Turn 3), refinery (Turn 3), and kerosene 
(Turn 5) were introduced through “quickly giving a first language translation” 
(Nation, 2013, p. 94) as cái giếng dầu, khoan, nhà máy lọc dầu, and dầu hỏa, xăng 
máy bay respectively.  
The written form and grammatical functions of these words were also taught 
when the teacher wrote the words on the board with the abbreviations of their parts 
of speech in brackets, for example (a) – adjective, (n) – noun, or (v) – verb, as seen 
in Figure 6.1. It is clear that the form and meaning of vocabulary, which is 
considered as the primary knowledge of vocabulary (Schmitt, 2010), was introduced. 
While antonyms and synonyms (association), like offshore and onshore in Figure 
6.2, were introduced, but not always, other aspects of vocabulary like collocations, 
spoken forms, concept and referents, word parts and constraints on use were not 
addressed. This implies that the primary knowledge of words, which pertains to form 
and meaning, was focused on in the EPE course. It is also noted that the Vietnamese 
language was used a lot by the EPE teacher to explain the meanings of vocabulary, 
which is identified as codeswitching for teaching (N. H. Hornberger & McKay, 
2010).  
The way of teaching vocabulary as demonstrated in Excerpt 6.4 was also 
examined. It can be seen that the EPE teacher focused on explaining the meaning of 
a word only by translating that word into Vietnamese. She did not teach her students 
how to use vocabulary to make meaningful sentences.  
From all the evidence above, it can be said that the EPE curriculum focused 
on teaching technical words and teaching the primary vocabulary knowledge – form 
and meaning. It seems that the curriculum paid much attention to teaching 
vocabulary’s meaning without teaching how to apply such knowledge to use and the 
making of meaningful sentences in communication. 
4 
5 
Student 
Teacher 
Refinery 
Refinery là nhà máy lọc dầu, há (is oil refinery, ah). And the first product of 
refinery process in the world is Kerosene, (1.0) Kerosene là gì các bạn? (is 
what, guys?) ... (2.5) Kerosene là dầu hỏa, xăng máy bay há! (is lamp oil, jet 
fuel, ah). 
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This section has presented the analyses of teaching textual knowledge in the 
EPE course at NKU. As mentioned in Chapter 3, participant knowledge is also 
important for workplace communication. The following section will discuss the 
teaching of participant knowledge in the EPE course. 
6.3 PARTICIPANT KNOWLEDGE TAUGHT IN THE EPE CURRICULUM 
AT NKU 
Participant knowledge in the second kind in Huhta et al.’s (2013) model of 
professional communication. It refers to the knowledge a professional needs to have 
to communicate with each other and with others in their workplace. This knowledge 
includes information about the participant’s age, career history, job profile, status 
and national culture, competence profile, capacities and character. The findings from 
the interviews with the participants at NKU, from classroom observations and from 
document analysis revealed that little attention was given to teaching aspects of 
participant knowledge in the EPE course (Figure 6.3). 
 
Figure 6.3. Participant knowledge taught in the EPE curriculum at NKU. 
All the participants at NKU were unfamiliar with the concept of participant 
knowledge. For example, the academic coordinator stated that she had not ever 
thought about teaching this kind of knowledge in the EPE course, but on learning 
about it, was interested in pursuing it further:  
Participant knowledge? No. We don’t teach it. I have never heard about 
including Participant knowledge in an ESP curriculum. However, I will 
think more about this kind of knowledge. (NKU-EPE academic coordinator) 
It can be said that Participant knowledge was not taught in the EPE course 
and it seems that all university participants had no idea of including this kind of 
knowledge in the course. It must be noted that the EPE academic coordinator’s 
interest was piqued by the researcher’s questions. 
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6.4 GLOBAL, ORGANISATIONAL, AND INSTITUTIONAL 
KNOWLEDGE TAUGHT IN THE EPE CURRICULUM AT NKU 
As mentioned in Chapter 3, global, institutional and organisational 
knowledge is the third kind of knowledge in Huhta et al.’s (2013) model of 
professional communication. It includes knowledge of field, social domain, values, 
focal themes, communities of practice, in-group or out-group members, critical 
incidents and crucial sites, organisation culture, strategy and vision and mission 
(Huhta et al., 2013). The findings from interviews, document analysis and classroom 
observations showed that only field, an aspect of this kind of knowledge was taught 
in the EPE course, as illustrated in Figure 6.3. 
 
Figure 6.4. Global, institutional and organisational knowledge taught in the EPE curriculum 
at NKU. 
Generally, global, institutional and organisational knowledge was not a 
teaching objective in the EPE course and received no mention in the teaching 
proposal of the EPE course. However, the EPE teacher said that she tried to include 
some brief information about the global and Vietnamese petroleum industries 
because she believed it was useful to her students, as shown in her statement: 
I introduced my students with concepts and a brief summary of the 
petroleum industry in Vietnam and in the world. My master’s thesis on 
petroleum technology and my working experience in the Vietnamese 
petroleum institution could support me to provide my students with updated 
knowledge in this industry. For example, locations of gas and oil fields, oil 
capacity, oil exploration practice and other processes, such as fertilizer 
factory, or refinery factory. … They would have an overview about the 
Vietnamese petroleum industry, especially they could imagine what they 
would do in the future. (NKU-EPE teacher) 
 Chapter 6: Kinds of Knowledge Taught in the English for Petroleum Engineering Curriculum at Nam Khue 
University 194 
From the excerpt above, one can deduce that the EPE teacher introduced her 
students to an overview of the petroleum industry. She thought it was necessary for 
her students to have this knowledge for their future jobs. She also considered that her 
specialised (petroleum engineering) knowledge and working experience were 
advantageous in providing her students with up-to-date information about the 
industry. Knowledge about locations of gas and oil fields, oil capacity, oil 
exploration practice and other related processes actually belongs to field, an aspect of 
global, institutional and organisational knowledge. What this teacher said was in 
accordance with the findings from classroom observations, as shown in the following 
excerpt. 
 Excerpt 6.5. Example of teaching field knowledge in the EPE curriculum at NKU (NKU-
ClassObservation 3). 
. 
Turn Participants Transcript 
1 
 
 
 
 
 
 
 
 
 
9 
 
 
 
 
13 
 
 
 
 
 
 
15 
Teacher 
 
 
 
 
 
 
 
 
 
Teacher 
 
 
 
 
Teacher  
 
 
 
 
 
 
Teacher 
The first part will be the brief introduction about the history of the petroleum 
industry. Những giới thiệu ngắn gọn về lịch sử của ngành công nghiệp 
dầu khí (Brief introduction about history of the petroleum industry).  We can 
say oil and gas industry or petroleum industry, há (ah).. Mình có thể nói là 
công nghiệp dầu khí hoặc là công nghiệp dầu mỏ, há... Thì hai cái đó ý 
nghĩa tương đồng nhau, há, có thể được dùng thay thế cho nhau, há (We 
can say oil and gas industry or petroleum industry, ah). 
 
How about in Vietnam? When did the first refinery in Vietnam start 
operating? Nhà máy lọc dầu đầu tiên của Việt Nam đi vào hoạt động năm 
nào các bạn? (When did the first Vietnamese refinery start to go into 
operation, guys?) 
 
Dung Quất. Exactly. Dung Quất, há (huh). Dung Quất is the first refinery in 
Vietnam, which starts operating.... in 2009, há (huh).  
Năm 2009, thì nhà máy lọc dầu đầu tiên ở Việt Nam là nhà máy Dung 
Quất. Ở đâu các bạn? (In 2009, the first refinery in Vietnam was Dung Quat 
refinery. Where, guys) 
 
The first refinery in Vietnam was located in the central of Vietnam, in Quãng 
Ngãi province. Nhà máy lọc dầu đầu tiên của Việt Nam nằm ở miền 
trung (the first refinery in Vietnam is located in the central), located... nằm 
ở, định vị ở há. Nằm ở miền Trung ở Quảng Ngãi há và đi vào vận hành 
vào tháng 2 2009, há (located, ah. Located in the central of Vietnam, and 
started to operate in February 2009). And what are the first products of the 
first refinery in Vietnam? Sản phẩm của nhà máy lọc dầu Dung Quất đầu 
tiên là gì các bạn? Dung Quất The News. Các bạn có xem tin tức về sự 
kiện này không? (1.0)  (What were the first products of Dung Quat refinery? 
Have you ever heard about this event?) 
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In the excerpt above, the teacher provided her students with general 
information about petroleum industry (Turn 1). Then some of the history of the 
Vietnamese petroleum industry was introduced to the students, such as the first oil 
refinery’s operation (Turn 9 and 13) and its location and products (Turn 15). The 
contextual knowledge mentioned in the excerpt above was in fact the knowledge of 
field and was introduced generally at the conceptual level.  
In addition, the academic coordinator considered that knowledge of the 
Vietnamese petroleum industry, and local petroleum companies (field) was provided 
to the EPE students through their talks with local petroleum engineers. According to 
the academic coordinator, some experienced petroleum engineers in the local 
petroleum companies were invited to the class to share knowledge about the industry 
with the EPE students. She also stated that these informal talks were conducted in 
Vietnamese. This was also confirmed by one of the EPE students, as shown below:  
In our second university year, a petroleum engineer in a local petroleum 
company was invited to share us with his knowledge and working experience 
….in informal talks in the Vietnamese language. Especially, we were 
provided with general information such as the history, development and 
current practice of Vietnamese petroleum industry…. I think this can help us 
to have some general knowledge about Vietnamese petroleum industry and 
also help us to imagine how we would work in a petroleum company. (NKU-
EPE student 2) 
Clearly, knowledge of the Vietnamese petroleum industry was given to the 
EPE students in informal talks with the experts in the petroleum industry field. The 
experts talked about “the history, development and current practice of the 
Vietnamese petroleum industry” and “his knowledge and working experience,” 
which belong to an aspect of global, organisational and institutional knowledge – 
knowledge of field. It is also noted that this kind of contextual knowledge was 
provided to the students in Vietnamese rather than in English. Another student also 
said that “other subject teachers sometimes shared it with us [global, organisational 
and institutional knowledge] when they were free and in good temper” (NKU-EPE 
student 5).  
In sum, although not being mentioned as a teaching objective in the teaching 
proposal of the EPE course, global, institutional and organisational knowledge were 
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partly introduced to the EPE students by the EPE teacher in the EPE class (field 
knowledge), by petroleum experts in informal talks or subject teachers explicitly in 
Vietnamese. This highlights that the participants at NKU acknowledged the necessity 
of global, institutional and organisational knowledge for their students’ future 
workplace communication. However, such knowledge was not given sufficient 
attention in the EPE course, when only field, one aspect of this kind of knowledge, 
was introduced, and only in the form of general information. 
6.5 SOCIAL CCTION KNOWLEDGE TAUGHT IN THE EPE 
CURRICULUM AT NKU 
Social action knowledge is the fourth kind of knowledge needed for 
workplace communication, and therefore necessary to be included in ESP courses 
(Huhta et al., 2013), as shown in Section 3.4.3. In the view of Huhta et al. (2013), 
social action knowledge includes knowledge of cultural considerations, discourse 
community alignment, and tacit/implicit transfer, improvisation, expressions of trust 
and verbal/non-verbal knowledge. However, the data from interviews, classroom 
observations and document analysis showed that none of these aspects was taught to 
the EPE students.  
 
Figure 6.5. Social action knowledge taught in the EPE curriculum at NKU. 
Most of the university participants stated that social action knowledge was 
not introduced in their EPE course, as shown in the following statement:  
We do not teach social action knowledge in the EPE course. Personally, I 
think this should be taught in a soft skill class. Including this kind of 
knowledge in this course sounds so strange to me. (NKU-EPE academic 
coordinator) 
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Here, including social action knowledge in the EPE course was a new 
concept to the academic coordinator. She considered that social action knowledge 
was not suitable to be taught in the EPE course. Instead, she said that the EPE 
students should learn this kind of knowledge in a soft skill class. In fact, social action 
knowledge was also given attention at NKU, but in an extra-curricular course, as 
stated in the following: 
We were not taught this kind of knowledge [social action knowledge] in the 
EPE course…. Sometimes, our university invited some experts to talk with us 
about how to communicate effectively with other people. …. All of the 
students at NKU can attend in this talk. …. These talks were not spoken in 
English….. totally Vietnamese. (NKU- EPE student 5) 
The EPE student also indicated that the communication experts delivered the 
talks with all the students at the university in Vietnamese. There was no English 
language dimension to the communication training. 
Looking back to all the four kinds of knowledge which have been discussed 
above, it can be concluded that the EPE curriculum focused on teaching textual 
knowledge rather than others like participant knowledge, social action knowledge, 
and global, institutional and organisational knowledge, which are known as 
contextual knowledge. Teaching textual knowledge in the course included teaching 
vocabulary knowledge and three communication situations. However, limitations 
existed in the ways of teaching these situations and teaching materials used. Here, it 
is necessary and important to discuss the reasons why the other kinds of knowledge 
were not included in the EPE course, which will be presented in the following. 
The findings from interviews with the academic coordinator and EPE teacher 
revealed that the inability to teach all the kinds of knowledge mentioned above was 
due to two reasons. Time limitations were one reason given in the EPE academic 
coordinator’s statement for not teaching genres: 
Genres were not taught in the EPE class because we don’t have enough 
time. As you know, we just have only 30 teaching periods to learn this 
subject. However, I think it would be useful if this kind of knowledge was 
provided to our students. (NKU-EPE academic coordinator) 
From the excerpt above, although the academic coordinator considered that 
knowledge of genres was useful to her students, genres were not included in the EPE 
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course. She argued that their 30 class period course [approximately 22.5 hours] is not 
long enough to teach genres. Insufficiently allotted time is a common issue that most 
of the ESP courses in Vietnamese universities are facing (B. H. Nguyen, 2013; V. K. 
Nguyen, 2015; Q. H. Tran, 2011). In such a short amount of time, it is considered 
impossible to fully train a labour force with a certain level of English language 
proficiency to be able to function well in workplace communication (Q. H. Tran, 
2011). A lack of time in Vietnamese ESP curricula and especially the EPE 
curriculum at NKU seems to be an urgent issue in Vietnamese ESP teaching and 
learning.  
Another reason for the lack of teaching contextual knowledge in the EPE 
curriculum is due to the belief that it is not the teaching objective of ESP courses to 
provide workplace communication skills, as argued by the EPE teacher: 
The objective of this [EPE] course is not to provide students with 
communication skills in workplace contexts. Maybe, there was a common 
thought among ESP curriculum designers in which English language for 
communication was taught in General English, so ESP courses focus on 
teaching technical vocabulary. These teaching objectives in the two courses 
[General and ESP courses] are combined to support our students to 
communicate effectively in their future workplace contexts. (NKU-EPE 
teacher) 
The teacher argues that training in communication skills is carried out in 
general English language courses, while ESP courses focus only on teaching 
technical vocabulary. The “communication skills” taught in previous general English 
courses were in fact the four macro English language skills of reading, listening, 
writing and speaking. The teacher believed that such kinds of knowledge combined 
with the technical vocabulary provided in the EPE course could help her students to 
function well in workplace communication. This point of view seems to be common 
among Vietnamese ESP practitioners who are experienced in the model of teaching 
General English first, followed by ESP classes that focus on the technical 
vocabulary, which is found in most tertiary institutions in Vietnam (B. H. Nguyen, 
2013; V. K. Nguyen, 2015; Q. H. Tran, 2011).  
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6.6 DISCUSSION AND SUMMARY OF THE CHAPTER 
This chapter has just provided a deep understanding of the EPE course at 
NKU, which focuses primarily on textual knowledge in its curriculum. This teaching 
practice is similar to those presented in the literature review. In other words, this EPE 
curriculum was developed based on the traditional view on ESP in which language 
knowledge and skills are the main focus (Dudley-Evans, 1998; Hutchinson & 
Waters, 1987; Strevens, 1988).    
Regarding textual knowledge, the EPE course paid much attention to teaching 
vocabulary knowledge. The teaching of vocabulary knowledge focused on technical 
words, especially their primary meanings. Meanwhile, other aspects of vocabulary 
knowledge, such as pronunciation, collocations, associations and word choice, were 
not taught. The EPE teacher focused on explaining the meaning of words, not on 
teaching her students how to use these words to make meaningful sentences. In the 
EPE course, grammar was just revised, not taught, since it was learnt in previous 
general English courses.  
Although teaching communication situations was also one objective of the 
EPE curriculum, teaching technical words became the main focus of these lessons.  
Moreover, the topics and teaching materials used were inauthentic, and not drawn 
from workplace contexts. This is also a common issue in Vietnam, in which most 
textbooks are imported, inauthentic and/or solely focused on language (T. T. N. Bui 
& Nguyen, 2016; Hoang, n.d; Huynh, 2013; H. T. M. Nguyen, 2011). Despite also 
being aspects of textual knowledge, no workplace genres were included in the EPE 
course.  
Another finding that should be discussed here is code-switching. The study 
found that a lot of Vietnamese was used in the EPE course. While the government is 
pushing for using English as a medium of instruction in Higher Education in 
Vietnam (T. K. A. D. Dang et al., 2013), 50% of the teacher’s talk was in 
Vietnamese.  
Forms of contextual knowledge, including participant knowledge, global, 
institutional, and organisational knowledge, and social action knowledge, were not 
covered in this course. Although these kinds of knowledge were not included in the 
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EPE curriculum, they were partly introduced in informal talks with communication 
experts and in a soft skill class taught in Vietnamese.  
To conclude this chapter, the EPE course at NKU focused on teaching textual 
knowledge and paid little attention to participant knowledge; global, institutional and 
organisational knowledge; and social action knowledge, as illustrated in Figure 6.6. 
 
Figure 6.6. Kinds of knowledge taught in the EPE curriculum at NKU 
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7.1 INTRODUCTION 
Chapters 5 and 6 discussed the kinds of knowledge needed for productive 
workplace communication in the two joint-venture petroleum companies in Vietnam 
and the kinds of knowledge taught in the EPE curriculum at NKU respectively. This 
chapter endeavours to find the points of alignment and misalignment between the 
EPE training institution (NKU) and the end user (petroleum engineers in two joint-
venture petroleum companies in Vietnam) based on Huhta, Vogt, and Tulkki’s 
(2013) model of professional communication. Alignment provides a means of 
establishing the commonalities across the two sites.  As has been discussed in the 
literature review, an ongoing problem in the provision of English for Specific 
Purposes (ESP) courses has been the disconnect between industry-specific 
communication needs and English language training courses (Mohamed, Radzuan, 
Kassim, & Ali, 2014; Talif & Noor, 2009; Vu, 2015). This study aims to bring them 
together through the concept of alignment for the purpose of providing greater 
recognition of forms of industry communication and greater inclusion of relevant 
material and curriculum topics in ESP courses. 
Huhta et al.’s (2013) model involves textual knowledge; participant 
knowledge; global, institutional and organisational knowledge; and social action 
knowledge. As shown in Chapters 5 and 6, only textual knowledge was found in both 
company and university data, while participant knowledge, global, institutional and 
organisational knowledge and social action knowledge were clearly evident in the 
company data, but not so obvious in the university data. Therefore, the analysis of 
the alignment between the training institution and the end user is presented in two 
main sections: (1) textual knowledge (Section 7.2) and (2) participant knowledge, 
global, institutional and organisational knowledge and social action knowledge 
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(Section 7.3). To summarise this chapter, Section 7.4 highlights key similarities and 
differences between training provision and workplace demand.  
7.2 TEXTUAL KNOWLEDGE 
Textual knowledge refers to the knowledge of communication situations, 
genres and texts, and includes grammatical knowledge and vocabulary knowledge 
(Huhta et al., 2013). In order to identify the alignment between the teaching of 
textual knowledge in the EPE curriculum at NKU and the required textual 
knowledge of petroleum engineers in the two joint venture petroleum companies – 
Company 1 and Company 2 – the study focused on identifying and analysing three 
key features: communication situations, genres and texts. Each of these three features 
and their alignment across the sites of practice and teaching is discussed in detail 
below.  
7.2.1 Communication situations 
As shown in the company data in Chapter 5, knowledge of communication 
situations was crucial for workplace communication, which was evidenced by the 
fact that the petroleum engineers in the companies usually took part in 14 
communication situations. The importance of communication situation knowledge 
was acknowledged and taught to the EPE students at NKU. In some regards, then, it 
seems that there was an alignment between the companies and NKU. However, this 
alignment was paid insufficient attention to when only three out of the 14 
communication situations needed in the workplace were presented to the EPE 
students: reading technical documents, translating technical documents and 
describing a process. It can be said that the teaching of the three communication 
situations in the EPE course was unlikely to have met the workplace communication 
needs of petroleum engineers in the petroleum companies where 14 
language/communication situations were found to be used commonly in 
communication between engineers.  
Using inauthentic materials in teaching the three communication situations 
did not expose the EPE students to the practices that will characterise their future 
workplace. The teaching materials chosen from academic sources were not authentic 
to the situations. Authenticity was defined in Chapter 3 and is fundamental to 
providing ESP learners with the particular forms of “cognitive structures required for 
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expert performance” (Billett, 1996, p. 15) needed in specific workplace contexts 
(Huhta et al., 2013; Mohamed et al., 2014; So-mui & Mead, 2000). This position 
highlights the requirement for using authentic teaching materials and environments 
to introduce the EPE students to the language skills and communicative situations 
prevalent at work. In other words, the EPE course should focus on using authentic 
workplace communication situations related to the future workplace of the EPE 
students. 
Furthermore, teaching the situation of describing a process in the EPE 
curriculum highlights an issue under consideration. The document analysis revealed 
that this situation was taught carefully in the EPE course although it was not set 
explicitly as a teaching objective in the EPE teaching proposal. Here, a question 
arises: If the EPE students were more explicitly aware of their course’s content, 
would they feel better prepared for their future workplace? This question was partly 
answered by the EPE students, as shown in Chapter 6. The student considered that 
she would be more motivated in her learning if she knew the outcome of the lesson 
before she started to learn it. That is, if the EPE students know the full scope of the 
communication situations they will encounter in their future workplace, they will 
gain “clarity about learning goals” (Brophy, 2010, p. 233) and be more motivated 
and more active in their learning. Therefore, it is necessary for the EPE curriculum 
and the EPE teacher to make stronger links between theory, i.e., what 
communication situation is expected to happen in the workplace, and practice, i.e., 
what actually occurs in the workplace contexts (e.g., on the oil rigs). 
Last but not least, knowledge of only three communication situations (out of 
the 14) taught in the EPE course was not sufficient for the EPE students to 
communicate effectively in the other 11 communication situations in the two 
petroleum companies. This underlines the need for more links between workplaces 
and universities. It was noted that the three communication situations were selected 
by the academic coordinator and the EPE teacher at NKU. In other words, they 
tended “to employ the skills and knowledge they think necessary for their students 
and try to impose these on the students” (T. C. L. Nguyen, 2003, p. 44). The EPE 
students’ learning needs and industry’s needs were not paid attention to. There were 
no needs analyses conducted to identify what communication situations usually 
happen in the workplace in order to design a corresponding curriculum. Therefore, 
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these key stakeholders were not aware of the knowledge that is actually required by 
petroleum engineers to function well in petroleum companies. This highlights a need 
to design the EPE course based on needs analysis, which would ensure that this 
course would comprise useful and appropriate points to learn (Huhta et al., 2013; 
Long, 2005; Nation & Macalister, 2010). This would result in a closer link between 
the university and the workplace. However, the needs analysis must be appropriate 
for the situation and provide a deep understanding of workplace communication 
needs in the workplace. Such needs analysis will be discussed in detail in Chapter 8. 
7.2.2 Genres 
Knowledge of genres, the second aspect of textual knowledge, played an 
important role in workplace communication in the two petroleum companies. Fifteen 
typical genres, as presented in Chapter 5, were used by a majority of the petroleum 
engineers in these companies. Nevertheless, none of these workplace genres were 
taught in the EPE course. Instead, the EPE teacher taught her students how to write 
essays, as she believed that this knowledge would be useful for her students in 
writing reports. The EPE teacher seemed unaware that essays and workplace genres 
(e.g., reports) were different genres with different textual features. This point 
highlights the need to explicitly teach how to write reports and other specific genres 
needed in the workplace, rather than essays. In other words, the EPE course 
particularly and ESP courses generally should be taught as ‘training’ (Huhta et al., 
2013, p. 40) to expose the EPE or ESP students to workplace communication. Also, 
it is suggested that through ESP teacher education programs at university, the EPE 
teacher or other ESP teachers should be equipped with knowledge of genres in the 
workplace and how to teach them.  
The EPE teacher’s teaching of writing essays rather than specific genres in 
the workplace may result from the fact that ESP originally emerged from English 
language teaching and a focus on academic skill preparation. On this point, there is a 
need to align the EPE course better with workplace communication practice, which 
would result in the expansion of the scope of the EPE course. This would mean that 
the course would be focused more on workplace communication rather than foreign 
language education (Huhta et al., 2013). Such a new form of the EPE course could 
take a similar form to the course of Language and Communication for Professional 
Purposes (LCPP), suggested by Huhta (2010), as detailed in Chapter 2. LCPP 
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provides “hands-on assistance for effectively identifying the communication needs of 
a workplace and helping to devise realistic, motivating holistic activities usable in 
pre-service and in-service training” (Huhta et al., 2013, p. 8). Recommendations for a 
course similar to LCPP will be detailed in Chapter 8. 
7.2.3 Texts 
Representing texts, two aspects of textual knowledge, vocabulary and 
grammar, were also examined in the two petroleum companies and in the EPE course 
at NKU. The following sections compare the companies’ requirements for these two 
factors of text with the teaching of these factors in the EPE course. 
Grammar 
The findings from the analysis of the company data revealed that grammatical 
accuracy was not considered important for workplace communication in the two 
petroleum companies. This was evident in the email and call communication 
between the petroleum engineers in these companies, in which these engineers could 
still communicate effectively despite some ungrammaticality. All the company 
participants confirmed that those mistakes were acceptable if the meaning could be 
conveyed. This suggests that the limited explicit grammar tuition in the EPE 
curriculum at NKU was unlikely an issue. The university data showed that grammar 
was only revised rather than being taught in this curriculum because it was taught in 
previous general English courses. It seems that there was an alignment between the 
EPE curriculum and the workplace communication needs in this kind of knowledge. 
In other words, the grammatical knowledge of EPE students could likely meet the 
requirement for work in the two companies in which grammatical accuracy was not 
prioritised. 
As shown in the literature review, grammatical knowledge is considered to be 
important in workplace communication. Praise and Meenakshi (2015) argue that 
grammatical knowledge supports the understanding of a message’s meaning and 
intent. Additionally, grammar has regained its significant role in language education 
(Akbari, 2014; Batstone  & Ellis, 2009; İlin et al., 2013; Nassaji & Fotos, 2004; 
Savage, Bitterline, & Price, 2010), highlighting the importance of including grammar 
in the English language program at universities to prepare for students’ future 
workplace communication. However, the exclusive focus on grammar that marked 
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many ESP courses in the past has been downplayed in favour of more text-level 
work. This is actually different from the nature of engineering itself, which could be 
a reason for the disconnect between ESP courses and workplace communication 
requirements. 
Vocabulary 
Regarding vocabulary knowledge, there were both alignments and 
misalignments between the vocabulary knowledge requirement of the petroleum 
engineers in the companies and the teaching of this kind of knowledge in the EPE 
curriculum. 
• Alignments 
Concerning the alignment, technical words played an important role in 
workplace communication in the two petroleum companies since they usually 
contain specialised knowledge (Coxhead, 2013; Gablasova, 2015; Tangpijaikul, 
2014; Woodward-Kron, 2008). The importance of technical vocabulary was highly 
acknowledged by the academic coordinator and the EPE teacher, which resulted in a 
focus on teaching this kind of vocabulary in the EPE course. Another alignment was 
related to aspects of vocabulary that were considered important in the companies and 
that were taught in the EPE curriculum.  
In the two petroleum companies, when using vocabulary, the petroleum 
engineers also paid much attention to meanings, not other aspects like collocations, 
associations, pronunciations, and word choice. Some mistakes in these aspects were 
evident in the emails and calls of these engineers in both companies. This suggests an 
alignment with the teaching of vocabulary knowledge in the EPE curriculum. This 
curriculum concentrated on teaching vocabulary’s primary meanings rather than the 
other aspects. It seems that this teaching practice aligned with the level of vocabulary 
knowledge required in the two petroleum companies.  
Although the teaching of vocabulary and grammar knowledge in the EPE 
course aligned with the vocabulary and grammar knowledge requirement of 
petroleum engineers in the two companies, some further issues should be discussed. 
Firstly, the question is raised of whether this alignment could secure the EPE 
students’ employment in these two companies as Vietnam joins global organisations 
like WTO, ASEAN and TPP. It should be noted that many of the petroleum 
 Chapter 7: Alignment between the Workplace Communication Needs and the English for Petroleum Engineering 
Curriculum 207 
engineers in the two companies are older and were recruited at an earlier time when 
the English language proficiency of Vietnamese people was lower than today. 
However, an increasing number of overseas Vietnamese graduates and foreign 
petroleum engineers are seeking job opportunities in Vietnam. Many of the overseas 
graduates and foreigners have specialised knowledge and are proficient in English 
language. Their English proficiency is usually higher than local students because 
they live in English-speaking countries and use the language constantly. In this case, 
the local students have to compete with overseas labour forces even in their home 
country (Dan Anh, 2016; MOLISA, 2016b; T. P. L. Nguyen & Phung, 2015). 
Therefore, in order to help the local students, especially EPE students at NKU, to be 
able to compete with these overseas students, the EPE course at NKU must be 
improved to provide students with the knowledge and skills to work competently in 
the Vietnamese petroleum industry after graduation.  
Furthermore, the alignments regarding vocabulary and grammar knowledge 
between the EPE course and workplace communication needs in the two companies 
should be considered more carefully when the EPE students seek jobs in foreign 
countries. Moreover, in Vietnamese petroleum companies, Vietnamese petroleum 
engineers can be sent to work in foreign countries through Petrol Vietnam’s overseas 
projects in Venezuela, Peru, Algeria, Congo, Madagascar, Cuba, Malaysia, 
Indonesia, Myanmar, Lao, Cambodia, Russia, Mongolia, and Uzbekistan (PVN, 
2016). They may also seek for jobs in English-speaking countries, e.g., the US, or 
Australia. On this point, NKU and other Vietnamese universities with petroleum 
education need to have a wider vision, which means that they should also target their 
training at students who might be eligible to work abroad, especially in countries 
where English is the first language. Vietnamese universities have focused mainly on 
training students just for the domestic labour market so far, but this focus is no 
longer sufficient due to globalisation. In other words, there is an urgent requirement 
for qualified English language proficiency, specifically standard grammar and 
vocabulary knowledge for local Vietnamese petroleum engineers.  
• Misalignments 
In spite of the alignments discussed above, there were also misalignments 
related to vocabulary knowledge in both workplace communication and university 
provision. The findings from the company data revealed that beside technical words, 
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high frequency words played a crucial role in workplace communication. As shown 
in Section 5.2.3, high frequency words accounted for the highest percentage of text 
coverage (around 51% of the total) and 56% of technical words also came from this 
type of vocabulary in the emails and calls in both companies. Nation and Newton 
(1997) claim that teaching vocabulary should be focused on words with high 
frequency; it follows that these kinds of words should be taught in ESP courses. 
However, this was not found in the EPE course, where high frequency words were 
missing in the curriculum. It is clear that in order to bridge the gap as identified 
above, high frequency words should be taught in the EPE curriculum. However, it is 
necessary to discuss how high frequency words should be taught to the EPE students 
(Nation, 2013), which is presented in Chapter 8.  
To sum up, this section has just discussed the alignment between what textual 
knowledge the petroleum engineers in the two companies required for their 
workplace communication and what the EPE students covered in the EPE course. 
From the alignments and misalignments identified above, some implications and 
recommendations were given to both companies and NKU. Now, the researcher turns 
to discuss the alignment in participant knowledge, another type in Huhta et al.’s 
(2013) model of professional communication. 
7.3 PARTICIPANT KNOWLEDGE, GLOBAL, INSTITUTIONAL AND 
ORGANISATIONAL KNOWLEDGE AND SOCIAL ACTION 
KNOWLEDGE 
The findings from the company data and university data revealed that there 
were misalignments regarding contextual knowledge between workplace 
communication needs in the two petroleum companies and EPE provision at NKU. 
The data from interviews, document analysis and audio recordings of daily calls in 
the two companies showed that all the three kinds of contextual knowledge including 
participant knowledge, global, institutional and organisational knowledge, and social 
action knowledge were employed by the petroleum engineers in both companies in 
their workplace communication. However, the university data revealed that among 
the three types, only field, one aspect of global, institutional and organisational 
knowledge, was taught in the EPE course at NKU. This aspect was only implicitly 
presented to the EPE students, since it was not mentioned as a teaching objective in 
the teaching proposal of this course. Although the other aspects of global, 
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institutional and organisational knowledge such as activities, culture, operation 
objectives and procedures, policies, company practice, crucial incidents, and in/out 
group members were adopted by the petroleum engineers in their workplace 
communication, these aspects were excluded in the EPE course.  
Regarding participant knowledge, the petroleum engineers utilised 
knowledge about their communicating participants such as age, career history, job 
profile, status, national culture, competence profile, capacities and character in their 
email and call communication.  However, none of these aspects were taught to the 
EPE students at NKU. All the university participants confirmed that participant 
knowledge was given scant attention to in their EPE course. This was also found in 
regard to social action knowledge. In the workplace, the petroleum engineers used 
some aspects of social action knowledge, such as cultural considerations, discourse 
community alignment, improvisation, expressions of trust, humour and expression of 
respect in their emails and daily calls. Similar to participant knowledge, none of the 
aspects of social action knowledge, especially the six aspects used by the petroleum 
engineers, were taught to the EPE students. This indicates that although contextual 
knowledge played an important role in the workplace communication of petroleum 
engineers in the two petroleum companies, insufficient attention was paid to such 
kind of knowledge in the EPE course at NKU.  
Excluding contextual knowledge in the EPE course, this course focused on 
providing the EPE students with textual knowledge including technical words, 
reading and translating technical documents and describing a process, as shown in 
Section 6.2. The academic coordinator and the EPE teacher considered that these 
kinds of knowledge combined with “communication skills” training received in 
previous general English courses could support the EPE students to function well in 
workplace communication. These communication skills in the general English 
courses in fact refer to textual knowledge, including the four English macro skills of 
listening, speaking, reading and writing (Hoang, 2008; Vu, 2015). In other words, the 
EPE students were equipped only with textual knowledge in preparation for their 
workplace communication.  
Nonetheless, a review of the literature points out that workplace 
communication is complex and may involve many different communication 
situations (Huhta et al., 2013). As has just been described above, the petroleum 
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engineers in the two petroleum companies used not only textual knowledge but also 
participant knowledge, global, institutional and organisational knowledge, and social 
action knowledge. Accordingly, it seems that textual knowledge alone was not 
enough to support EPE students to function effectively in their future complex 
workplace contexts. This point strongly suggests that the EPE course should be 
specific to workplace contexts, which means that both textual and contextual 
knowledge should be included in the EPE curriculum. 
Moreover, equipping the EPE students with contextual knowledge is in 
accordance with the recruiting criteria of current employers throughout the world 
(GMAC, 2015). The EPE course, in focusing only on teaching textual knowledge, 
was insufficient to ensure that the EPE graduates would be employed. Therefore, 
including contextual knowledge in the EPE course would be beneficial. Given that 
contextual knowledge is necessary in the two petroleum companies, this underlines 
the importance of a needs-based approach to EPE curriculum design to better serve 
communication needs in these workplace contexts. The literature revealed that the 
task-based needs analysis suggested by Huhta et al. (2013) is the most suitable 
approach. 
The reason for excluding contextual knowledge in the EPE course should be 
put under consideration. As mentioned in Chapter 6, to argue for excluding training 
in contextual knowledge, genres, and communication situations from the EPE course, 
the academic coordinator and EPE teacher referred to the time limitation allotted for 
this course. Also, it should be noted that certain kinds of knowledge were introduced 
to the EPE students in extra-curricular courses. These courses included soft skill 
classes and informal talks with communication experts and local petroleum 
engineers, which were conducted in the Vietnamese language. However, as argued in 
Chapter 6, it appears that the time allocation and the rethinking of the provision of 
these areas of the curriculum are points for consideration arising from this study.  
They will be discussed in more detail in Chapter 8.   
In general, the EPE course misaligned with workplace communication needs 
regarding both textual and contextual knowledge. For textual knowledge, while 
knowledge of genres and high frequency vocabulary was required in the workplace, 
such knowledge was not found in the EPE curriculum. Regarding contextual 
knowledge, only one out of 11 aspects from global, organisational and institutional 
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knowledge and not any from social action and participant knowledge were taught in 
this course, although all the three kinds of contextual knowledge played an important 
role in workplace communication. As shown above, time limitations and lack of 
needs analysis were the main causes for the misalignments between the EPE course 
and workplace communication needs in the two companies. In order to bridge these 
gaps, it is necessary to consider some suggestions as presented above. 
7.4 SUMMARY OF THE CHAPTER  
This present chapter has investigated the alignment between the EPE 
curriculum at NKU and the workplace communication needs of the petroleum 
engineers in two petroleum companies in Vietnam using Huhta et al.’s (2013) model 
of professional communication. While textual knowledge, participant knowledge, 
global, institutional and organisational knowledge, and social action knowledge were 
utilised by the petroleum engineers to communicate effectively in their companies, 
the EPE curriculum at NKU only focused on teaching textual knowledge, but even 
only on the text levels, to prepare EPE students for their workplace communication. 
This highlights a misalignment between the university and company sites. From 
these findings, implications and recommendations for the EPE course and the 
petroleum companies as well will be provided in the next chapter. 
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Chapter 8: Contributions and Conclusions  
8.1 INTRODUCTION 
The present study aimed to investigate the alignment of the EPE curriculum 
at NKU with the workplace communication needs of the petroleum engineers in two 
joint-venture petroleum companies in Vietnam based on Huhta et al.’s (2013) model 
of professional communication. It first examined the kinds of knowledge used by the 
petroleum engineers in their workplace communication. The study then explored the 
kinds of knowledge taught in the EPE curriculum to prepare the EPE students for 
their future workplace communication. Being supported by empirical evidence, the 
research has demonstrated that the EPE curriculum is not fully aligned with the 
workplace communication needs of the petroleum engineers to function effectively 
in the petroleum companies. As per Huhta et al.’s (2013) model, the petroleum 
engineers needed four kinds of knowledge to function well in their workplace 
communication, including textual knowledge, participant knowledge, global, 
institutional and organisational knowledge, and social action knowledge. Meanwhile, 
the EPE curriculum at NKU focused on teaching only textual knowledge, especially 
technical vocabulary.  
This final chapter discusses specific theoretical, practical, and pedagogical 
contributions this study has offered to the field of teaching and learning ESP, 
especially EPE, in Section 8.2, Section 8.3, and Section 8.4 respectively. Following 
these recommendations, it then presents the limitations of the study and some 
directions for future research in Section 8.5. Finally, this chapter draws some 
conclusions in Section 8.6. 
8.2 THEORETICAL CONTRIBUTIONS 
Huhta et al.’s (2013) model of professional communication was used in this 
study to provide a comprehensive picture of professional communication, including 
many aspects within the four kinds of knowledge in the theoretical framework. 
However, the data in the study revealed that some new aspects were found in social 
action knowledge and global, institutional and organisational knowledge, namely: 
Social action knowledge  
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• Expressions of cross-cultural respect 
• Humour 
Global, institutional and organisational knowledge 
• Organisational structure/operation 
• Organisation plans 
• Organisation services 
• Organisation problems 
These aspects played a crucial role in workplace communication in the two 
petroleum companies in Vietnam, as shown in Chapter 5. It follows that these 
findings might make a contribution to Huhta et al.’s (2013) model. They are 
incorporated in Figure 8.1. 
 
Figure 8.1. Model of workplace communication (developed from Huhta et al.’s (2013) 
model of professional communication). 
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It should be noted that the two specific kinds of social action knowledge are 
made evident through the analyses in this study that are worth noting. First, the 
participants’ use of terms of address by adding Vietnamese and Japanese words: anh, 
em, san, show how one way in which people achieve respect in ELF communication. 
Second, the presence of ‘humour’ as important social knowledge needs to also be 
highlighted. The use of humour by people of different cultural backgrounds when 
using English indicates a deep understanding of culture. There is a dexterity to their 
English use which could be a point of interest in ESP courses, showing that ‘real-
world’ communication involves more than lexico-grammatical features.   
Also, the researcher recommends that this model of professional 
communication should be used as a theoretical framework for designing ESP 
curricula. It means that there should be a conceptual shift in ESP teaching and 
learning, away from teaching English language proficiency to communication 
proficiency in the workplace. Moreover, this theoretical model can also be useful to 
software developers in designing and developing software programs that support 
professionals in their workplace communication. There are currently various 
software programs available for language translations to help cross-cultural 
communication, and some which are also voice based. As the competition among the 
software developers increases, the programs should become more customised and 
may become specific to industry sectors (such as the petroleum industry, retail 
sector, tourism, etc.). This indicates that the theoretical model suggested in this study 
may be beneficial to these software developers when they want to customise their 
products. 
8.3 PRACTICAL CONTRIBUTIONS  
From the findings in the present study, several practical implications were 
drawn. These practical implications are grouped into two main areas: (1) practical 
implications for the EPE curriculum at NKU and (2) practical implications for the 
two petroleum companies.  
8.3.1 Practical contributions for the EPE curriculum at NKU  
In order to align with the workplace communication needs in the two 
petroleum companies, NKU should improve the EPE curriculum by embedding 
workplace contexts into its input, process and output. Moreover, the university 
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should seek closer cooperation and collaboration with experts in the workplace to 
better understand the industry needs, as illustrated in Figure 8.2. 
 
 
 
 
 
 
 
 
 
 
Four kinds of knowledge included in the EPE curriculum 
A significant implication that arises from this study is that the EPE 
curriculum at NKU should include four kinds of knowledge: textual knowledge; 
participant knowledge; global, institutional and organisational knowledge; and social 
action knowledge.  As shown in Chapter 3, a professional is required to have textual 
knowledge and contextual knowledge to communicate effectively in the workplace 
(Huhta et al., 2013). Textual knowledge refers to linguistic knowledge and skills, 
while contextual knowledge refers to the ability to function well in diverse 
workplace communication situations. Accordingly, Huhta et al. (2013) suggest that 
an ESP curriculum should be embedded in the professional context – it is not just 
teaching language proficiency, as is often done in universities for non-English-
speaking students; i.e., teaching ESP focuses on teaching both textual knowledge and 
contextual knowledge, including participant knowledge, global, institutional and 
organisational knowledge, and social action knowledge. 
Indeed, the present study has revealed that the petroleum engineers in the two 
petroleum companies utilised their textual knowledge, participant knowledge, global, 
institutional and organisational knowledge, and social action knowledge in their 
email and telephone call communication (Chapter 5). However, the EPE curriculum 
at NKU focused on teaching textual knowledge only, not contextual knowledge 
Figure 8.2. Recommendations for the EPE curriculum. 
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Four kinds of 
knowledge 
Close 
cooperation 
with petroleum 
industry 
Authenticity 
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(Chapter 6). The present EPE curriculum at NKU is providing workplace 
communication in a very limited way. The findings of this study strongly suggest the 
need for both textual and contextual knowledge to be included in the EPE 
curriculum.  
Regarding textual knowledge, the EPE curriculum should focus on teaching 
communication situations and genres and vocabulary knowledge that are specific for 
petroleum companies’ workplace communication needs. Communication situations 
are considered as being central to workplace communication, so they must be taught 
in ESP curricula at university (Huhta et al., 2013). Huhta et al. (2013) argue that ESP 
students could learn the English language used in communication situations to 
enhance their workplace communication when they are taught these communication 
situations. While 14 typical communication situations were found in the two 
petroleum companies (Table 5.1), only three out of them, including reading technical 
documents, translating technical documents and describing a process were taught in 
the current EPE curriculum at NKU. This strongly suggests that for the EPE course 
at NKU to be effective, more communication situations should be included in the 
EPE curriculum. Moreover, these situations should be real-life ones, i.e., situations 
found in the workplace, to ensure that the EPE students are exposed to real-life 
workplace communication.  
The study’s findings also suggest that the current EPE curriculum should 
include teaching genres, especially emails and daily calls, which were the most 
typical genres in the petroleum companies. Genres play an important role in 
workplace communication, so genres are also central in ESP teaching and learning 
(Evans, 2010, 2012; Giannoni, 2014; Rogerson-Revell, 2008; Spence & Liu, 2013; 
Warren, 2014). The present study revealed that the petroleum engineers in the two 
companies were usually involved in the 15 genres (Table 5.2), especially the two key 
genres of emails and daily calls, but no workplace genres were taught in the EPE 
curriculum.  
Regarding vocabulary knowledge, the findings revealed that the EPE 
curriculum should focus on not only technical words but also high frequency words 
because the petroleum engineers in the companies usually used these words in their 
workplace communication. According to Nation and Newton (1997), words with 
high frequency should be included in a language curriculum to help better 
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communicate meaning. The findings from the corpus analysis in Chapter 5 revealed 
that high frequency words played a crucial role in email and call communication in 
the two companies. However, only technical words were found in the current EPE 
curriculum, which highly suggests that in addition to technical words, high frequency 
words should be taught to the EPE students. Nation (2013) considers that high 
frequency words could be taught “over the span of a long-term English programme” 
(p.16) since they are not very numerous and the time allocated for teaching and 
learning these words should be well justified by their frequency, coverage and range.  
High frequency words can be learned in the forms of direct teaching, direct 
learning, incidental learning, and planned encounters with words (Nation, 2013). 
Direct teaching can be conducted through teacher explanation and peer teaching. 
Study from word cards and dictionary use are ways of direct learning. Incidental 
learning includes guessing from context in extensive reading and use in 
communication activities. Graded reading and vocabulary exercises are forms of 
planned encounters. These instructional approaches should be applied in teaching 
high frequency words in the EPE program at NKU. 
In addition, teaching vocabulary in the EPE curriculum should involve 
teaching various aspects of words rather than focusing on teaching their primary 
meanings. Literature reveals that vocabulary knowledge is multidimensional 
(Kaivanpanah & Zandi, 2009; Nation, 1990, 2013; Richards, 1976; Ringbom, 1987; 
Yamamoto, 2014). Nation (2013) claims that knowing a word includes knowing its 
meaning (form and meaning, concepts and referents, and associations), forms 
(pronunciations, spellings and word parts) and use (grammatical functions, 
collocations, and constraints on use). The findings in this study indicated that 
teaching vocabulary in the EPE course at NKU focused on teaching its primary 
meanings, not the other aspects. This was also reflected in the vocabulary knowledge 
of the petroleum engineers in the two companies. However, as argued in Chapter 7, 
the present practice of teaching and using vocabulary knowledge in the EPE 
curriculum at NKU and in the two companies respectively might bring employment 
disadvantages to the petroleum engineers and the EPE students in the time of 
globalisation. They might miss opportunities to work abroad, especially in native 
English-speaking countries. Moreover, the EPE graduates might even face 
difficulties in seeking jobs in their own country when they have to compete with 
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other Vietnamese graduates with better specialised English knowledge acquired by 
studying abroad. This strongly suggests that standard English language knowledge, 
especially vocabulary knowledge, should be taught to the EPE students, i.e., teaching 
vocabulary should include teaching its various aspects. 
In addition to textual knowledge, contextual knowledge (including participant 
knowledge, global, institutional and organisational knowledge, and social action 
knowledge) should be included in the EPE curriculum. However, it is also important 
to consider how to teach all the four kinds of knowledge effectively in the limited 
time of the EPE course. It may be more meaningful if some aspects of the three kinds 
of contextual knowledge are the focus of the course rather than trying to generalise 
all aspects which are, by their very nature, context-specific, to fit into a more general 
EPE course.  
Soft skills included in the EPE curriculum 
In addition to the four kinds of knowledge as presented above, this study 
strongly suggests that the EPE curriculum at NKU should include teaching social 
skills or soft skills instead of teaching them in a separate class. This can help NKU to 
become more competitive with transnational universities in Vietnam. According to 
Choudaha (2013), “while the number of globally mobile international students has 
been consistently increasing for decades, the number of ‘glocal’ students engaged in 
transnational education – students staying in their home country (region) while 
gaining a foreign education – has also been increasing” (p.1). In this movement, 
Vietnamese students tend to study in international universities in Vietnam to attain 
more modern education rather than studying in Vietnamese universities. Therefore, 
in order to attract these students, NKU needs to not only globalise but also glocalise 
their education, including the EPE curriculum. It means that NKU should be aware 
of issues that other universities in the world are currently concerned about and update 
its educational programs accordingly. 
Soft skills have been considered as being very important in the labour market 
(Dan Anh, 2016; Deming, 2015). Therefore, “institutions empowering their 
graduates with soft skills should give them an advantage in the competitive job 
market” (Leonard, 2014). Soft skills, which are widely defined as oral and written 
communication, presentation skills, adaptability and the ability to negotiate, are 
becoming increasingly important (Deming, 2015; GMAC, 2015; Papac, 2014). 
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According to the Graduate Management Admission Council (GMAC) 2015 
Corporate Recruiters Survey, the top five critical factors employers consider when 
they select candidates to interview are: 
 
• Proven ability to perform (92%) 
• Strong oral communication skills (89%) 
• Strong technical and/or quantitative skills (84%) 
• History of increased job responsibility (62%) 
• Strong writing skills (56%). 
Oral communication skills surpass strong technical and/or quantitative skills. 
Two of the top five skills would be considered ‘soft skills’ since many business 
schools spend the majority of their curriculum teaching the ‘hard skills.’ Proven 
ability to perform, which tops the list of what recruiters consider important, is likely 
to include a large set of soft skills, too. According to Papac (2014), in the eyes of 
employers, soft skills such as oral and written communication, presentation skills, 
adaptability and the ability to negotiate are even more important than hard skills like 
analytical and strategic thinking in the workplace. 
The study strongly suggests that soft skills including oral and written 
communication, presentation skills, adaptability and the ability to negotiate should be 
taught in the EPE course at NKU. Currently, soft skills are being taught separately at 
NKU, as mentioned in Section 6.5, but students will be better served if these skills 
are integrated with workplace communication in the EPE course. In this way, this 
course can have two subjects in workplace communication instead of one in 
workplace communication and one in soft skills. 
Authenticity in the EPE curriculum  
Another important implication for the EPE curriculum is that authenticity 
should be attained in the EPE class through teaching materials, learning activities and 
environments to expose the EPE students to the workplace contexts. This can help to 
narrow the gap/disconnection between academia and industry, which is a systemic 
problem in higher education that needs to be better addressed. 
Billett (1996) suggests that a workplace learning curriculum should obtain 
authenticity in learning activities, environments, and process since authenticity can 
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help to secure “the specific forms of cognitive structures required for expert 
performance in particular communities of practice (workplaces)” (Billett, 1996, p. 
15). As seen in the work-integrated learning (WIL) curricula, high-authenticity real-
world experiences are incorporated into the curriculum to not only equip graduates 
with discipline knowledge but also to make them become more employable to meet 
employer demand (Smith & Worsfold, 2014).  
 Huhta et al. (2013) also claim that authenticity can expose ESP learners to 
the realistic contents and the language used in contexts. Such an approach can 
support the ESP teacher to succeed in organising effective learning activities which 
can increase the learners’ competences needed in the workplace in real-life contexts.  
The classroom observations in this study revealed that authenticity was not 
found in the EPE classroom—it was very much like teaching English for academic 
purposes. For example, the teaching materials used to teach reading technical 
documents were not authentic documents since they were taken from a textbook, an 
academic resource. Another example was found in the topic chosen to teach the 
situation of describing a process. Although describing a process was considered as 
being a common communication situation in the petroleum companies, describing an 
atmospheric distillation process might not be found in the workplace. Lack of 
authenticity resulted in the failure to provide the EPE students with useful knowledge 
and skills required for realistic communication situations. This strongly suggests 
authentic teaching materials should be included in the current EPE course.  
Moreover, authenticity should be attained in the EPE class to expose the EPE 
students to the workplace contexts. More role-plays and simulations should be used 
in this class. Since the EPE course took place at NKU, not in a realistic workplace, 
simulations of workplace communication should be used. According to Huhta et al. 
(2013), well-made simulations can be inspiring and engaging and they can bring 
many beyond-text characteristics to classrooms. It should be also noted that these 
simulations must be as close to authentic situations as possible. If simulations do not 
fully motivate the learners, they are like mere exercises, without real-life investment 
in the simulated event’s outcome (Huhta et al., 2013).  
Authenticity should be also found in teaching activities in the EPE class. 
Huhta et al. (2013) argue that an ESP course targeting industry’s needs and 
professional work should involve six kinds of learning activities that are close to the 
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industry. These include activities that (1) address professional communication needs, 
(2) strengthen professional communication identity, (3) contribute to knowledge of 
the professional field, (4) raise awareness of professional genres, (5) consolidate one-
to-one routine communicating exchanges, and (6) make use of complex simulations 
to mirror authentic workplace communication. In other words, all the six learning 
activities should be included in the EPE course at NKU. Moreover, authentic 
workplace data and materials can be used to develop teaching and learning activities 
and materials for the EPE course. 
Using a professional profile for petroleum engineering in the EPE course 
As a teaching approach, a professional profile for petroleum engineering 
should be developed and applied in the EPE course. This professional profile, which 
would be developed based on Common European Framework (CEF) professional 
profiles as described in Section 2.2.7, could expose the EPE students to the 
workplace communication contexts. As shown in Section 2.2.6, several teaching 
approaches in ESP teaching have been found, including traditional ESP teaching, 
which focuses on teaching language knowledge, and some more modern integrated 
approaches, such as CBI, CLIL and immersion, which focus on developing language 
knowledge and specialised knowledge. However, these ESP teaching approaches are 
evolved from the traditional view of ESP teaching, which focuses on developing 
textual knowledge, not contextual knowledge. In contrast, the professional profile for 
petroleum engineering is based on the modern view of ESP and focuses on 
developing not only language knowledge and skills, but also the ability to function in 
diverse workplace communication situations.  
Using the CEF professional profiles is considered as being particularly useful 
in ESP teaching and learning (Huhta et al., 2013), in which both textual knowledge 
and contextual knowledge are focused. Huhta et al. (2013) argue that these profiles 
are suitable to the common characteristics of ESP courses, which are usually allotted 
limited time and are designed for the specific target needs of ESP learners. Applying 
a professional profile in ESP teaching and learning proved to be fruitful in a pilot 
study conducted in Finland by Huhta (2007). This strongly suggests that this 
approach should be applied in the EPE course at NKU since it is suitable to develop 
both textual knowledge and contextual knowledge for EPE students, and especially 
appropriate given the limited time allotted for this course. In other words, a 
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professional profile for petroleum engineering should be developed and used in the 
EPE course. In order to develop the professional profile of petroleum engineering, a 
holistic task-based needs analysis should be conducted, as described in Section 2.2.4 
(Huhta et al., 2013).   
In order to ensure that the EPE curriculum is close to workplace 
communication, it is also very important to be cognisant of the output of this 
curriculum. The learning outcomes of the EPE curriculum will be workplace 
communication competences, which are also assessed at the end of the course. This 
is especially crucial when the Vietnamese students tend to learn for examination 
purposes (T. H. O. Duong & Nguyen, 2006; Loi, 2011; T. H. T. Pham, 2011; J. Tran, 
2012) and not professional competence. 
Close cooperation between NKU and specialist experts in the petroleum 
industry 
This study strongly suggests that NKU should have close cooperation with 
specialist experts in the petroleum industry, which would also help to make the EPE 
course more appropriate to workplace needs. Through this connection, the EPE 
students can be prepared with the necessary knowledge and skills required for 
workplace communication in the petroleum industry (Dapice et al., 2008; J. Tran, 
2012).  
This can be achieved through a variety of measures. First, NKU should invite 
petroleum engineers or employers in the petroleum industry to get involved in the 
design and delivery of the EPE course. These experts can provide comments on the 
content of the course, provide authentic work situations and materials for the EPE 
students and also co-teach with the EPE teachers, who are typically English language 
teachers (J. Tran, 2012). For example, in order to prepare a lesson plan for teaching 
communication situations, the EPE teacher and an expert in the industry should sit 
together to discuss particular communication situations that petroleum engineers 
usually encounter in their workplace. They also co-teach in the EPE class teaching 
those situations. While the EPE teacher supports the EPE students with language 
issues, the expert gives them advice on how to deal with technical and contextual 
issues in these communication situations. 
Second, the academic coordinator and the EPE teacher can visit the 
petroleum companies to identify what kinds of knowledge and skills are necessary 
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for workplace communication, which can be in the form of needs analysis. They can 
observe what actually happens in these workplace contexts, collect work documents 
and interview the participants in the workplace. Through these activities, the ESP 
practitioners can be aware of necessary knowledge and skills required in the 
workplace to develop an effective EPE curriculum. 
Third, this study also strongly suggests that the EPE curriculum should 
expose the EPE students to a wide expansion of the experiential learning 
opportunities, an initiative supported by Canadian universities (Chiose, 2015). 
Experiential learning  “as a philosophy is based on the ideals of active and reflective 
learning, building on previous learning experiences and requiring the personal 
involvement of the learner” (Knutson, 2003, p. 53). Experiential learning is crucial 
since this practice can “give students closer links to industry” (Chiose, 2015, p. 1): 
opportunities to see and experience as closely as possible workplace communication 
contexts. Experiential learning has been applied in language education (Clark & 
Minami, 2015; Elola, 2008; Knutson, 2003; Lafford, 2013; Lee, 2012). According to 
Elola (2008) and Lee (2011, 2012), through experiential teaching, students can 
acquire languages in experiential contexts, which helps to train them in the 
intercultural competences needed in workplace contexts. As a form of experiential 
learning, the EPE curriculum should include units of internship in which the EPE 
students can have chances to visit petroleum companies to know what skills and 
knowledge are needed to communicate well in those workplace contexts.  
All the suggestions above aim at helping the EPE curriculum to align better 
with the workplace communication needs in the two petroleum companies. These 
suggestions are also useful to other ESP curricula in Vietnamese universities or any 
other institutions with similar ESP teaching and learning contexts. The significant 
implications and recommendations offered in this research may help improve the 
quality of the teaching and learning of ESP in Vietnam.  
8.3.2 Practical contributions for the two petroleum companies in Vietnam 
This study found two important implications for the participating petroleum 
companies. These companies should be aware of the importance of textual 
knowledge, participant knowledge, global, institutional and organisational 
knowledge and social action knowledge and soft skills including oral and written 
communication, presentation skills, adaptability and the ability to negotiate in 
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workplace communication. These kinds of knowledge and skills should be 
mentioned clearly in the criteria to recruit petroleum engineers so that these 
companies do not have to spend time and money on training them again for 
communication. If this is impossible, it might be also useful to consider holding 
mentoring programs for novice petroleum engineers which focus on some key 
aspects of the four kinds of knowledge and soft skills – including oral and written 
communication, presentation skills, adaptability and the ability to negotiate – that are 
necessary for workplace communication in their companies. Furthermore, these 
companies should also make sure that current petroleum engineers are equipped with 
these kinds of knowledge and skills to make their workplace communication 
effective to obtain more productive working outcomes. It should be noted that the 
importance of organisational and industry knowledge over global knowledge may be 
more applicable to petroleum engineers than to other professions such as managers. 
The nature of the knowledge demands relates to the scope of the tasks undertaken by 
petroleum engineers.  
8.4 PEDAGOGICAL CONTRIBUTIONS 
Another significant contribution of the present study involved the method of 
using the Range program and a technical dictionary to identify key vocabulary used 
in the workplace to support the teaching and learning of vocabulary in ESP classes. 
In this study, in order to identify key words in the emails and daily calls in the 
petroleum companies, Range program and a technical dictionary, Dictionary of Oil, 
Gas, and Petrochemical Processing (Bahadori et al., 2013) were adopted. While this 
study focused on the petroleum industry, the methodology used can inform 
investigations into other industries seeking to identify key vocabulary for the 
purposes of ESP curriculum development and teaching.  
8.5 LIMITATIONS AND DIRECTIONS FOR FURTHER RESEARCH 
In spite of the present study’s interesting findings and significant 
contributions as discussed above, the researcher acknowledges that the study has 
some limitations. This study aimed at attaining a comprehensive understanding of the 
alignment of ESP curricula in Vietnamese universities with the workplace 
communication needs based on Huhta et al.’s (2013) model of professional 
communication in order to contribute to the enhancement of ESP teaching and 
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learning in Vietnamese higher education. However, the present study is a qualitative 
study and only focused on the English for petroleum engineering curriculum rather 
than all ESP curricula in other disciplines, such as tourism, accounting, IT, civil 
engineering and so on, due to time limitations. A three-year PhD course and a three-
month data collection period could not permit the researcher to cover all disciplines. 
Therefore, also based on Huhta et al. (2013) model of professional communication, 
further qualitative study could be conducted in other disciplines. Nevertheless, the 
study provides a theoretical framework for further studies in other industry sectors. 
The limited number of petroleum companies and universities is another 
limitation of this study. The researcher intended to collect data from all the 
petroleum companies in Vietnam and all EPE curricula in Vietnamese universities to 
gain a holistic picture of common practice of workplace communication needs in this 
industry and of EPE teaching in Vietnam. However, also due to time limitations, 
only two joint-venture petroleum companies in only one sector (exploration and 
production) of the Vietnamese petroleum industry and only one private university 
were chosen as research sites in this study. Further research could be focused on all 
the main petroleum companies in the Vietnamese petroleum industry and other 
universities with the EPE curriculum to gain a comprehensive picture of professional 
communication needs in the Vietnamese petroleum industry and common practice of 
EPE teaching in Vietnamese higher education. Again, while the context may differ, 
the underlying principles may provide insights to other similar petroleum universities 
regarding how to improve their ESP programs. 
8.6 CONCLUSION 
In conclusion, the current study aimed to find out the extent to which English 
for Specific Purposes (ESP) curriculum in Vietnamese universities is aligned with 
workplace communication needs. A qualitative study design was utilised by 
comprising document analysis, interviews, audio recordings of situations on the 
telephone and classroom observations. The data was collected in two workplace 
settings and a university. The research developed a deep conceptualisation of 
workplace communication needs based on two joint-venture petroleum companies in 
Vietnam and the teaching practices of the EPE course at NKU. The findings indicate 
that the kinds of knowledge required for effective professional communication by 
petroleum engineers in Vietnam does not completely align with those taught at the 
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university. This indicates a misalignment of workplace communication needs and 
university ESP curricula and assessment. 
Recommendations are provided for improving the teaching practices for ESP 
teaching and learning. Moreover, the study presents recommendations for companies 
involved in international joint ventures and using English as a lingua franca. In 
particular, this study contributes to solving the ongoing problem of ESP, i.e., the 
disconnection between workplace communication needs and academic courses, 
especially in Vietnam, which is prioritising English as the language best placed to 
contribute to ongoing industrialisation, modernisation and integration.
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Appendices 
Appendix A: 
Interview protocol for company participants 
Project: Aligning Specialist English Language Curriculum in Higher Education with 
Development Imperatives and Workplace Communication Needs in Vietnam: A Case 
Study of the Vietnamese Petroleum Industry 
  
Time of interview:  
Date:  
Place:  
Interviewee:  
Position of interviewee:  
 
Good morning/afternoon/evening.  
 
The project which I am undertaking is a part of my PhD study at the Faculty of 
Education, QUT in Australia. The project is aimed at exploring the alignment between 
workplace communication needs in the petroleum industry and English for specific 
purposes curriculum provision at Vietnamese universities. The findings will provide a 
framework for evaluating current ESP curricula in Higher Education institutions in 
Vietnam and ensuring the alignment between curriculum supply and workplace demand 
by bringing new understandings of workplace communication. Moreover, this study 
will also contribute theoretically to modelling a workplace-oriented ESP curriculum in 
Vietnam and suggesting more effective English for Petroleum engineering curricula in 
Vietnamese universities. 
All your comments and answers will be treated confidentially. Your identity will be 
protected by using a pseudonym. The audio recording of this interview will be only 
used for data recording, not for any other purposes. They will be kept in a secure place 
that only the research team can access and will not be listened to by anyone else. The 
audio-recordings will be destroyed at the end of the study. The transcript of the 
interview will be provided to you for verification prior to final inclusion. The time for 
this interview is about 45 minutes.  
[Have the interviewee read and sign the consent form.] 
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[Turn on the tape recorder and test it.] 
 
Core Questions  
What kinds of knowledge should petroleum engineers have for effective communication 
in English? 
Textual Knowledge:  
+ Which language and communication situations do petroleum engineers usually 
participate in your company? [Give the interviewee the list of language and 
communication situations] Please tick which is appropriate in your workplace 
communication. 
+ Do petroleum engineers need to know how to write an email, a daily report or conduct 
a daily call in your company? 
+ Do petroleum engineers need to have vocabulary knowledge? Grammar knowledge?  
+ What kinds of words do you feel the most important for petroleum engineers to 
function well in your workplace? 
Contextual Knowledge:  
+ Do petroleum engineers need to have deep understandings of their communicating 
participants regarding their age, job or culture when they write emails or talking on the 
phone with these people? (Participant Knowledge) 
+ Do petroleum engineers need to know everything about your company such as its 
production activities, duties, procedure, missions and so on, have much knowledge 
about the petroleum industry or global trends in your field in order to have successful 
email or call communication with your colleagues or business partners? (Global, 
institutional and organisational knowledge) 
+ Do petroleum engineers need to use communication strategies or skills like 
expressions of trust, non-verbal communication, cultural consideration and alignment, 
etc. to write an email or conduct a phone call in their workplace communication? 
(Social Action Knowledge) 
Are there any different kinds of knowledge also necessary for effective communication 
in the workplace? 
 [Turn off the recorder.] 
Thank you for your cooperation and participation in this interview. Your identity and 
opinion will be kept confidential. If I find anything is still unclear, would it be possible 
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for me to have a follow up interview or e-mail inquiry? Do you have any question for 
me? Again, thank you for your participation.  
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Appendix B: 
Classroom Observations 
1. General information 
2. Observation aspects 
Time Teaching content Teacher’s 
activities 
 
Students’ 
responses 
 
Comments 
 
     
     
     
     
     
 
3. General comments 
………………………………………………………………………………………… 
………………………………………………………………………………………… 
………………………………………………………………………………………… 
………………………………………………………………………………………… 
………………………………………………………………………………………… 
Full name: 
Qualification:  
Teaching experience: 
Class:  
 
Subject: 
Lesson: 
Time: 
Location: 
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Appendix C: 
Ethics: Example of participant information and consent forms 
 
RESEARCH TEAM   
Researcher: Lan Phuong Le Doctoral candidate 
Associate Researchers: Dr Margaret Kettle Principal Supervisor 
 Professor Hitendra Pillay Associate Supervisor 
 School of Cultural and Professional Learning, Faculty of Education 
 Queensland University of Technology (QUT) 
 
DESCRIPTION 
This project is being undertaken as part of my PhD study.  It aims to investigate the 
alignment between the workplace communication needs of two Vietnamese petroleum 
companies and the English language curriculum for Petroleum Engineering (EPE 
curriculum) in a Vietnamese university, where the objective of the curriculum is to train 
communicatively competent personnel to work on joint venture projects. I am going to 
identify what kinds of knowledge are developed in the existing EPE curriculum in the 
selected university in the first phase and what kinds of knowledge are needed for 
workplace communication in the selected companies in the second phase. Then, I am 
going to compare the findings from the two phases to examine how well that curriculum 
aligns with those workplace communication needs and make suggestions for solutions 
to fit the potential gaps between the curriculum supply and workplace communication 
demands.  
 
This study will provide a new way of evaluating and conceptualizing ESP curricula in 
Higher Education institutions in Vietnam and of ensuring the alignment between 
curriculum supply and workplace demand by bringing new understandings of 
workplace communication. This study will also provide a new theoretical framework 
for modelling a workplace-oriented ESP curriculum in Vietnam. In other words, the 
study will contribute to improving ESP teaching and learning in Vietnam, which will 
help Vietnam become more competitive in the time of globalization. This is vital to 
Vietnam’s industrialization and modernization. 
 
PARTICIPATION 
You are invited to participate in this project because you are responsible for designing 
the EPE curriculum and you may have knowledge of the practice of design and the 
teaching and learning of English in that curriculum.  
 
 
PARTICIPANT INFORMATION FOR QUT RESEARCH PROJECT 
–Academic Administrator’s Interviews – 
 
Aligning Specialist English Language Curriculum in Higher Education with Development 
Imperatives and Workplace Communication Needs in Vietnam: A Case Study of the Vietnamese 
Petroleum Industry 
 
QUT Ethics Approval Number 1400000990 
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I would like to seek your permission to interview you and record the interview with an 
audio-recorder. The interview will be conducted at a time and place convenient for you 
and will take approximately 45 minutes. You will be asked questions such as: 
 
What kinds of language and communicative competencies are the focus in this 
university as the EPE curriculum is developed? 
What are the objectives of your English language curriculum for Petroleum 
Engineering?  
What kinds of knowledge does it aim to develop? Is the curriculum workplace-
oriented? If yes, how?  
What is the teaching content of the English language curriculum for Petroleum 
Engineering (four language skills, vocabulary, grammar, or any others)? 
 
Your feedback will help me better understand the curriculum and how it might align 
with workplace demands. The interview will be audio-recorded, transcribed and 
translated. You will have the opportunity to verify your comments and responses of 
your interview. 
 
Your participation in this project is entirely voluntary. If you do not agree to participate, 
you can withdraw from the project at any time. If you do this before analysis begins, 
your data will be destroyed upon request. Your decision to participate or not to 
participate will in no way impact upon your current or future relationship with QUT or 
with your university. 
 
EXPECTED BENEFITS 
It is not expected that the study will directly benefit you. However, the study will 
contribute to the improvement of teaching and learning ESP practices in Vietnamese 
Higher Education, and so will indirectly benefit you as an academic administrator in 
this system. You may benefit through your involvement in the interviews, as you reflect 
on your designing and developing the ESP curriculum to support ESP teaching and 
learning in your university. The outcomes of this study will be reported to you so that 
you may recognize your strengths in designing and building ESP curriculum and some 
areas for improvement to better it. 
 
RISKS 
There are few risks beyond normal day-to-day living associated with your participation 
in this project. 
You might be anxious about the fact that you may reveal some information that might 
impact on your relationship and work at the university.  To avoid this risk, the audio 
recording will be used for data, not for any other purposes. It will be kept in a secure 
place that only the research team can access and will not be listened to by anyone else. 
At the end of the study, this audio recording will be destroyed. 
 
You might also feel anxious or uncomfortable about being interviewed with audio 
recording. If you do not agree to be audio-recorded, note taking will be used instead if 
you wish. 
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To minimise the risk of inconvenience, the interview will be scheduled at a time and 
place that suits you.  
 
PRIVACY AND CONFIDENTIALITY 
All comments and responses will be treated confidentially unless required by law.  Any 
research publications will use pseudonyms for names of people, places and institutions 
so your identity and your university’s identity will be kept confidential at all times. 
 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your 
agreement to participate. 
 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact me: 
 
Lan Phuong Le lanphuong.le@hdr.qut.edu.au  +61 42 688 2103   or   +84 908 
882 686 
Margaret Kettle  m.kettle@qut.edu.au +61 7 3138 3259 
Hitendra Pillay h.pillay@qut.edu.au +61 7 3138 3030 
 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE 
PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  
However, if you do have any concerns or complaints about the ethical conduct of the 
project you may contact the QUT Research Ethics Unit on +61 7 3138 5123 or email 
ethicscontact@qut.edu.au. The QUT Research Ethics Unit is not connected with the 
research project and can facilitate a resolution to your concern in an impartial manner. 
 
Thank you for helping with this research project.  Please keep this sheet for your 
information. 
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 RESEARCH TEAM CONTACTS 
STATEMENT OF CONSENT 
By signing below, you are indicating that you: 
• Have read and understood the information document regarding this project. 
• Have had any questions answered to your satisfaction. 
• Understand that if you have any additional questions you can contact the research 
team. 
• Understand that you are free to withdraw at any time, without comment or 
penalty. 
• Understand that you can contact the Research Ethics Unit on +61 7 3138 5123 or 
email ethicscontact@qut.edu.au if you have concerns about the ethical conduct of 
the project. 
• Agree to participate in the project. 
Please tick the relevant box below: 
 I agree for the interview to be audio-recorded. 
 I agree to the interview without being audio-recorded. 
 
PLEASE RETURN THIS FORM TO THE RESEARCHER OR EMAIL 
SCANNED COPY TO: lanphuong.le@hdr.qut.edu.au.
 
CONSENT FORM FOR QUT RESEARCH PROJECT 
– Academic Administrator’s Interviews– 
 
Aligning Specialist English Language Curriculum in Higher Education with Development 
Imperatives and Workplace Communication Needs in Vietnam: A Case Study of the Vietnamese 
Petroleum Industry 
QUT Ethics Approval Number 1400000990 
Lan Phuong Le lanphuong.le@hdr.qut.edu.au  +61 42 688 2103   or   +84 908 882 686 
Margaret Kettle  m.kettle@qut.edu.au +61 7 3138 3259 
Hitendra Pillay h.pillay@qut.edu.au +61 7 3138 3030 
Name  
Signature  
Date  
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Appendix D: 
Language and communication policy in Company 1 
General Requirements (for All Jobs) 
Knowledge and Skills 
1. Proficiency in all four skills areas of the English language (reading, writing, 
listening, and speaking) sufficient to be effective in most office situations: 
• Normally has no difficulty in finding and using appropriate vocabulary 
• Readily understands instructions 
• Written work is clear and easy to understand 
• Can explain own work activity without difficulty 
 
2. Basic PC skills: 
• Knows and uses basic word-processing and spreadsheet software 
• Show aptitude for learning new aspects of basic software 
• Types accurately 
• Has general appreciation of main items of computer hardware 
 
3. Effective communication skills: 
• Shows clarity and confidence when speaking within a group 
• Is listened to by others and influences them in respect of own area of 
responsibility 
• Listens actively to ensure successful communication 
• Contributes during internal meetings 
 
4. Basic outline knowledge of the upstream oil industry: 
• Shows general understanding of basic concepts and terminology of 
exploration and production  
• Is aware of the state of the industry in Vietnam 
• Asks pertinent questions 
• Is familiar with X’s activities in Vietnam 
 
Personal Attributes 
1. Positive attitude towards working in an international environment in which team 
work and cross-cultural learning will be a major feature: 
• Demonstrates willingness to use English in all circumstances 
• Shows interest in learning from other nationalities and cultures 
• Demonstrates social skills in multinational groups 
• Builds relationships with others and fosters teamwork 
 
2. Strong sense of commitment to the company and its goals: 
• Willingly makes additional effort to meet requirements 
• Shows awareness of business needs 
• Asks how he can contribute more 
• Actively seeks improvement 
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3. Adaptable and creative approach to work: 
• Identifies problems and finds solutions within own area of responsibility 
• Uses past experience to resolve today’s challenges 
• Takes initiative 
• Accept responsibility for mistakes and uses them as learning opportunities 
4. Determination to complete all tasks on time and to a high standard: 
• Does not need close supervision of routine work 
• Plans carefully to ensure timely completion 
• Tells supervisor at early stage if delay is likely 
Monitors quality of own work and seeks continuous improvement 
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Appendix E: 
Common word types in emails in Company 1 and Company 2 
High frequency words (364) 
a                                  
about                              
above                              
according                          
account                            
action                             
activities                         
actually                           
additional                         
advice                             
advise                             
advised                            
after                              
afternoon                          
again                              
all                                
almost                             
already                            
also                               
although                           
am                                 
an                                 
and                                
another                            
any                                
are                                
around                             
arrange                            
arrived                            
as                                 
ask                                
at                                 
august                             
avoid                              
back                               
bad                                
based                              
be                                 
because                            
been                               
before                             
being                              
believe                            
below                              
besides                            
best                               
better                             
between                            
both                               
business                           
but                                
by                                 
calculation                        
can                                
cannot                             
carry                              
chance                             
change                             
changed                            
checked                            
clear                              
close                              
collect                            
combined                           
come                               
coming                             
compared                           
complete                           
completed                          
concern                            
concerns                           
conditions                         
connect                            
consider                           
consideration                      
considered                         
continue                           
correct                            
could                              
currently                          
days                               
dear                               
details                            
did                                
different                          
discussed                          
discussion                         
do                                 
does                               
doing                              
done                               
down                               
drops                              
due                                
each                               
earliest                           
efficient                          
efforts                            
empty                              
enough                             
ever                               
every                              
experienced                        
extra                              
failed                             
far                                
few                                
find                               
finish                             
first                              
follow                             
for                                
found                              
from                               
further                            
future                             
general                            
gentlemen                          
get                                
gets                               
getting                            
give                               
go                               
going                              
good                               
got                                
had                                
handle                             
has                                
have                               
having                             
he                                 
health                             
help                               
here                               
hi                                 
higher                             
highly                             
him                                
his                                
hope                               
hour                               
hours                              
how                                
however                            
I                               
idea                               
if                                
important                          
in                                 
including                          
increase                           
inform                             
informed                           
instead                            
into                               
introduce                          
is                            
it                                 
its                                
July                               
just                               
keep                               
kind                               
know                               
last                               
latest                             
learned                            
least                              
less                               
let                                
like                               
list                             
lists                              
little                             
longer                             
look                               
looking                            
machine                            
made                               
mail                               
makes                              
man                                
many                               
may                                
me                                 
mentioned                          
minutes                            
Monday                             
months                             
more                               
morning                            
most                               
much                               
my                                 
name                               
need                               
needed                             
next                               
nice                               
no                                 
not                                
note                               
noted                              
now                                
of                               
off                                
office                             
on                               
once                               
one                                
only                               
onto                               
or                                 
original                           
other                              
others                             
otherwise                          
our                                
out                                
over                               
painting                           
passing                            
per                                
planned                            
please                             
practice                           
prefer                             
preparation                        
preparations                       
prepare                            
prepared                           
preparing                          
problem                            
progress                           
propose                            
proposed                           
provide                            
provided                           
proving                            
put                                
question                           
quick                              
read                               
ready                              
really                             
reason                             
recent                             
refer                              
regarding                          
regards                            
related                            
relatively                         
remain                             
repair                             
replace                            
requested                          
result                             
results                            
review                             
room                               
runs                               
said                               
same                               
sampling                           
see                                
send                               
sent                               
shall                              
share                              
shortly                            
should                             
signed                             
since                              
situation                          
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slightly                           
smooth                             
so                                 
some                               
soon                               
spare                              
special                            
spend                              
square                             
start                              
started                            
stay                               
still                              
stop                               
study                              
successfully                       
such                               
suggest                            
suggested                          
suggestion                         
suitable                           
supported                          
supports                           
sure                               
suspicion                          
table                              
takes                              
taking                             
than                               
thank                              
thanks                             
that                               
the                                
their                              
them                               
then                               
there                              
these                              
they                               
thickness                          
think                              
this                               
three                              
through                            
throughout                         
tidy                               
times                              
to                                 
today                              
tomorrow                           
tonight                            
too                                
took                               
tried                              
try                                
trying                             
two                                
until                              
up                                 
upon                               
us                                 
use                                
useful                             
using                              
very                               
visit                              
want                               
was                               
way                                
we                                 
Wednesday                          
week                               
were                               
what                               
when                               
whether                            
which                              
while                              
will                               
wind                               
wish                               
with                               
within                             
without                            
worked                             
would                              
year                               
yes                                
yet                            
 
Technical words (171) 
actual      
abnormal     
ballast         
barrier                            
bed                                
bit                                
board                              
boat                               
cable                              
capacity                           
case                               
check                              
checking                           
choke                              
clarification                      
clean                              
cleaning                           
collection                         
communicati
on    
composition                        
compressor                         
condition                          
confusion                          
contact                            
contract                           
control                            
cost                               
crane                              
crew                               
crude                              
cut                                
cutting                            
cycles                             
daily                              
damage                             
damper                             
detector                           
dirty                              
documents     
double                             
downstream                         
drainage                           
drilling                           
drop                               
dry                                
emergency                          
end                                
engine                             
engineer                           
export                             
fans                               
field                              
filter                             
fire                               
fixed                              
flange                             
flash                              
flow                               
fluid                              
flushing                           
frequency                          
fuel                               
full                               
gas                                
grease                             
hard                               
header                             
heavy                              
high                               
inlet                              
inside                             
inspections                        
instrument                         
item                               
items                              
job                                
level                              
lift                               
lifting                            
light                              
line                               
liquid                             
log                                
logging              
lot                                
lower                              
main                               
maintenance                        
management                         
manual                             
material                           
means                              
meter                              
nitrogen                           
nozzles     
numbers                            
observation                        
offshore                           
oil                                
onshore                            
open                               
operating                          
operation                          
operator                           
order                              
outlet                             
particle                           
period                             
permanent                          
pipelines                          
platform                           
point                              
power                              
pressure                           
production                         
projects     
protection                         
pump                               
rate                               
records                            
recycle                            
reference                          
replacement                        
reports                            
rig                                
run                                
safety                             
sample                             
schedule                           
screen                             
seat                               
separator                          
service                            
set                                
sheets                             
shutdown                           
side                               
skid                               
software                           
spool                              
stuck                              
surface                            
system                             
tag                                
tank         
technical     
temperature                        
test                               
testing                            
time                               
tool                               
train                              
trend                
trip                               
tube                               
tubing                             
turn                               
type                               
unit                               
upgrade                            
value                              
valve           
valves             
vent                               
vessel                             
volume           
water                              
weather                            
well      
window                             
zone 
 
 
Academic words (72) 
achieve     
adjustment                         
analysis     
analyzing     
appreciated     
approach                           
approximate     
approximatel
y                      
assist                           
assistance     
attached     
availability                       
available                          
clarify      
comment                            
comments                           
component                          
conclude     
conduct     
confirmed     
contribution                       
cooperation                        
couple                             
create           
device                             
duration        
ensure                             
equipment        
error        
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estimated                          
file                                  
files                 
final                              
flexible                           
function                           
input                              
inspect     
investigate     
isolated           
issue                              
issues        
maintain     
maintained                         
maintaining      
max                                
minimize                           
mode           
normal      
normally       
option         
options      
outcome                            
previous                           
prior        
procedure                          
recovered     
reinforce                          
relevant                           
remove      
removed                            
required                           
requirement                        
response     
scenario     
significant         
site                
status                
task                 
team                               
temporarily     
version          
visual 
 
Low frequency words (55) 
bellow        
budget     
calibrate                          
campaign     
cancelled     
capture     
chopper     
demobilize     
deploy     
depressurize     
diaphragm     
drain            
email         
engage                             
erect                              
familiarisatio
n                    
feedback                           
flashsource                        
gents              
hose                               
hospitality     
install                            
inventory          
lab                                
malfunction                        
manpower     
mobilize     
obstruct          
off-shift                          
on-shift                           
optimize                           
optimizer                          
personnel     
perusal         
photo                              
profile                            
rectified     
refurbish     
reinstate                          
reinstatement                      
restart                            
roster           
rotate                             
routine        
server                             
silicon                           
spikes                             
start-up      
strainer     
technician     
tentatively     
transmitter                        
troubleshooti
ng                    
update      
updated 
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Appendix F: 
Common word types in daily calls in Company 1 and Company 2 
High frequency words (320) 
a                                 
able                              
about                             
according                         
activities                        
activity                          
actually                          
add                               
advise                            
advised                           
after                             
afternoon                         
again                             
agree                             
agreed                            
all                               
almost                            
already                           
also                              
am                                
amount                            
an                                
and                               
another                           
any                               
anything                          
are                               
around                            
arrived                           
as                                
ask                               
at                                
back                              
be                                
because                           
been                              
before                            
being                             
believe                           
better                            
between                           
both                              
busy                              
but                               
by                                
call                              
can                               
cannot                            
carried                           
carry                             
cases                             
chance                            
change                            
checked                           
clear                             
close                             
come                              
coming                            
complete                          
concern                           
concerns                          
consider                          
considered                        
content                           
continue                          
could                             
course                            
did                               
different                         
difficult                         
directly                          
discussion                        
diver                             
do                                
does                              
doing                             
don                               
done                              
down                              
each                              
early                             
effort                            
enough                            
especially                        
evening                           
ever                              
every                             
everything                        
example                           
experience                        
far                               
few                               
find                              
fine                              
finish                            
first                             
follow                            
for                               
form                              
found                             
free                              
from                              
further                           
get                               
give                              
go                                
going                             
good                              
got                               
had                               
hand                              
has                               
have                              
he                                
help                              
here                              
higher                            
him                               
hope                              
hours                             
how                               
however                           
I                                
if                               
important                         
in                                
include                           
increase                          
informed                          
instead                           
into                              
is                                
it                                
just                              
keep                              
kept                              
kind                              
know                              
last                              
latest                            
least                             
less                              
let                               
like                              
little                            
long                              
machine                           
made                              
make                              
making                            
many                              
may                               
maybe                             
me                                
meeting                           
mentioned                         
minutes                           
moment                            
month                             
more                              
morning                           
most                              
move                              
must                              
my                                
need                              
needed                            
needs                             
never                             
new                               
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next                              
no                                
not                               
now                               
October                           
of                               
off                               
office                            
on                                
one                               
only                              
opinion                           
or                                
original                          
other                             
otherwise                         
our                               
out                               
over                              
paper                             
parties                           
people                            
per                               
plan                              
planned                           
please                            
possible                          
prepare                           
prepared                          
prevent                           
problem                           
problems                          
produced                          
producing                         
progress                          
provide                           
provided                          
put                               
putting                           
question                          
questions                         
raise                             
read                              
ready                             
reason                            
receive                           
recommend                         
regarding                         
remain                            
remember                          
replace                           
rest                              
result                            
return                            
review                            
right                             
running                           
said                              
same                              
saw                               
say                               
see                               
send                              
sensitive                         
sent                              
should                            
simple                            
since                             
situation                         
small                             
so                                
some                              
soon                              
sounds                            
spare                             
spend                             
start                             
started                           
stay                              
still                             
stop                              
stopped                           
successfully                      
such                              
suggest                           
suggested                         
suggestion                        
sure                              
take                              
takes                             
tested                            
than                              
thanks                            
that                              
the                               
their                             
them                              
then                              
there                             
they                              
think                             
this                              
those                             
through                           
to                                
today                             
tonight                           
too                               
twice                             
two                               
understand                        
understandin
g                     
until                             
up                                
us                                
use                               
useful                            
using                             
valuable                          
very                              
visit                             
want                 
was                               
way                               
we                                
week                              
weeks                             
went                              
were                              
what                              
whatever                          
when                              
where                             
whether                           
which                             
while                             
who                               
why                               
will                              
willing                           
with                              
within                            
without                           
would                             
wrong                             
year                              
yes                               
yet                               
you                               
your           
 
Technical words (103) 
actuator                           
ahead                              
air                                
bit                                
bleed                              
board                              
boat                               
boiler                             
cargo                              
case                               
check                              
checking                           
cleaning                           
compressor                         
contact                            
contract                           
corrosion                          
crew                               
critical                           
cutter                             
daily                              
damage                             
day                                
decision                           
degree                             
delay                              
discharge                          
end                                
engine                             
filter                             
fixed                              
flange                             
flow                               
fuel                               
full                               
gas                                
gear                               
hazard                             
hose                               
hot                                
hydraulic                          
inch                               
injection                          
inlet                              
installation                       
items                              
lift                               
line                               
liner                              
liquid                             
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litres                             
lot                                
low                                
main                               
maintenance                        
material                           
matter                             
mean                               
means                              
meter                              
meters                             
offshore                           
oil                                
onshore                            
operational                        
package                            
parameter                          
pin                                
place                              
point                              
port                               
pressure                           
production                         
pump                               
replacement                        
report                             
rope                               
rotating                           
run                                
safe                               
schedule                           
seat                               
set                                
shore                              
side                               
site                              
structure                          
supply                             
suspended                          
tanker                             
test                               
testing                            
tool                               
trip                               
tube                               
turn                               
type                               
unit                               
valve                              
valves                             
water                              
weather                            
well 
 
Academic words (30) 
available                           
aware                          
comment                        
comments                       
communicat
e                   
conducted                      
confirm                        
confirmed                      
consistent                     
cooperate                      
couple                         
fluctuate                      
issue                          
maintain                       
maintained                     
modification                   
monitor                        
normal                         
normally                       
ongoing                        
procedure                      
proceed                        
remove                         
removed                        
required                       
requirement                    
shift                           
stable     
team 
status 
 
Low frequency words (34) 
 
backload 
bye   
certifies 
chase 
chopper 
clearance 
cylinder 
decommissio
ning drain 
email 
expedite 
fabrication 
feedback 
guys        
haft 
hopefully 
inline 
logistic 
miracle 
mobilization                
onboard                            
online                             
pending                            
personnel                     
quay                               
recertificatio
n                    
resumed                            
rotate                             
routine                            
supervisor                         
swap                               
update                             
vendor
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Appendix G: 
Daily report - Company 1 
X DAILY PRODUCTION ACTIVITY REPORT 
Report from 09 Mar 2015 – 6AM to 6AM next day 
1. General: 
- Maintained normal operations and process steady on X. 
- Continue X with X rig on X for drilling X. 
- Weather was not suitable for swing rope, no visiting remote X. 
- X remains shutdown for engine change out works. 
- Keep total X 40mmscfd and inject excessive gas to X wells on X. 
- Reopened X. 
2. Project Activities: 
- X continue under water survey for infield subsea pipelines/jacket – continue for 
X – bad weather impact to operations. 
- X team worked on X for replacement inter-stage cooler train 1 due to internal 
leaking – completed moving in new cooler then connect pipe spool. 
3. Production activities as follows: 
· X: 
- Normal operation and maintenance tasks. 
· X: 
- Normal operation and maintenance tasks. 
- X remains shutdown for engine change out works. 
- Work with X team to replace interstarge cooler train 1 (X type). 
- X/Vendor team continue for X engine change out and replace enclosure roof 
– tasks are ongoing. 
- Optimize gas compression system while cutdown X. 
· X: 
- Normal operation and maintenance tasks. 
- Sand collected from 2nd Stage Separator: N/A liter. 
· X: 
- Normal operation and maintenance tasks. 
- Keep gas injection to X opening to inject excessive gas while cutdown X. 
- Sand collected: Test separator 0 liter, X: N/A liter. 
- Currently well in Test: X. 
· X: 
- X with X rig for drilling new well X. 
- X team service/purge downhole pressure gauges - completed. 
- Exercise manual valves and survey corrosion. 
- Sand collected: Test separator: 1 liter, X separator: 1 liter De-sander: 0 liter. 
- Currently well in Test: X. 
· X: 
- Remote operation and control. 
- Re-opened X at 1121hrs at choke size 24/64” then choke up slowly to 64/65” to 
unload the well, it’s take time to unload the well due to X intermittently shut but 
it was full opening after 1545hrs then applied X 3.0mmscfd for unloading the well 
(load up water). Well’s now flowing good but not recover as normal yet. Keep X 
injection rate 1.5mmscfd for unloading the well. 
- Currently well in test: X. 
· X: 
- Remote operation and control. 
- Attempted to open X as office request but unable to flow well, it maybe wing 
valve failed or choke stuck. 
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- Currently well in test: X. 
Production Personnel on board: 
Production Superintendent X 
Day Shift Night Shift 
Production Supervisor X, X 
CRO X, X (trainee) X 
Lab Technician X 
X Field Technician 
X, X, X, X 
X 
X 
X SIMOP 
X, X 
Contractors: 
- 2 Star-Luck for purging job 
4. Areas of Concern & Outstanding Issued: 
· Significant concentration X gas presents in X cooling water system due to leaking of 
gas from gas side to cooling water side of Inter-stage Cooler Gas Compression Train 1. 
Additional nitrogen source is applying for purging continuously cooling water expansion 
vessel to reduce X content and maintain X low level at all time. 
5. Today plan and activities: 
Good weather is marginal form swing rope, visit remote X. 
X continues under water survey. 
· X: 
- Normal operation and maintenance tasks. 
· X: 
- Normal operation and maintenance tasks. 
- Continue engine change out and replace proof panel of X. 
- Alpha team works for inter-stage cooler train 1 replacement – connect pipe spool. 
- Carry out X new Inter-stage cooler train 1. 
- Clean basket strainer of discharge cooler train 1. 
- Optimize gas lift system during X offline. 
· X: 
- Normal operation and maintenance tasks. 
· X: 
- Normal operation and maintenance tasks. 
- Star-Luck team service/purge downhole pressure gauges 
· X: 
- SIMOP operation with West Leda rig for drilling X. 
- Exercise manual valves and survey corrosion. 
· X: 
- Visit for routine operation and rectify X intermittent fault. 
- Closely monitor X to adjust choke to meet gas producing for X handle 
maximum capacities. 
· X: 
- Visit for wireline operation. 
- Wireline team work on X 
. 
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Appendix H: 
Daily report Company 2 
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Appendix I: 
Example of reading task in the EPE course 
 Exercise 2:  
Reading text - Crude oil  
Crude oil (petroleum) is a naturally occurring brown to black flammable liquid, 
which contain a mixture of different sized hydrocarbons – the exact composition 
depends upon where the oil comes from but typically it contains a lot of big 
molecules. Besides, crude oil also has small quantities of sulfur, nitrogen and oxygen 
derivatives as well as trace metals (nickel, vanadium, and sodium).  
The composition of any crude oil sample is approximated by a true boiling point 
(TBP) curve. The method used is basically a batch distillation operation, using a 
large number of stages, usually greater than 60, and high reflux to distillate ratio 
(greater than 5). The temperature at any point on the temperature-volumetric yield 
curve represents the true boiling point of the hydrocarbon material present at the 
given volume percent point distilled. TBP distillation curves are generally run only 
on the crude and not on petroleum products. For petroleum products, a more rapid 
distillation procedure is used. This is a procedure, developed by the American 
Society for Testing and Materials (ASTM), employs a batch distillation procedure 
with no trays or reflux between the still pot and the condenser. The only reflux 
available is that generated by heat losses from the condenser.  
API gravity and sulfur content are the two most important factors that define the 
crude oil’s quality. API gravity, is a measure of how heavy or light a petroleum 
liquid is compared to water. It is used to compare densities of petroleum liquids. For 
example, if one petroleum liquid is less dense than another, it has a greater API 
gravity. Depend on the sulfur content, crude oil is classified on sweet, semi-sweet 
and sour grades.  
The price of oil, or the oil price, generally refers to the spot price of a barrel of 
benchmark crude oil. The price of a barrel of oil is highly dependent on both its 
grade, determined by factors such as its specific gravity or API and its sulfur content, 
and its location. The higher the crude quality, the higher the market price because the 
light sweet crudes carry a price premium relative to medium and heavy sour crudes.  
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Exercise 3: How oil and gas are formed?  
1. Tiny sea plants and animals died and were buried on the ocean floor. Overtime 
they were covered by layers of silt and sand.  
2. Over millions of years, the remains were buried deeper and deeper. The enormous 
heat and pressure turned them into oil and gas.  
3. Today, we drill down through layers of sand, silt, and rock to reach the rock 
formations that contain oil and gas deposits.  
4. Some oil and natural gas was covered by cap rock which is impermeable (not 
letting them through).  
 
Exercise 4: How to find the oil?  
How do oil companies find oil and gas?  
The first step is exploration. Scientists study rocks and do scientific tests. The look 
for rocks that can hold hydrocarbons.  
What are hydrocarbons?  
Oil and gas are made of hydrogen (H) and carbon (C). So we call them 
hydrocarbons.  
Do scientists find hydrocarbons?  
No, they don’t. They choose a good place for the next step: drilling. Drillers drill 
well, and they sometimes find hydrocarbons.  
Does production start immediately after drilling?  
No. first the company does more tests and asks “How much oil is there?” and “Are 
there any problem?” If the results of the tests are good, they go to the next step: 
development.  
What does development mean?  
It means they prepare for production. For example, they build a pipeline to transport 
the oil.  
How long does development take?  
From a few weeks to many years. Then production starts. Crude oil and/ or gas flow 
from the well and along the pipeline.  
Read the text and complete the four steps in this flow chart:  
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Answer these questions about the text:  
1. What do scientists try to find?  
2. Do drillers always find hydrocarbons?  
3. What do companies do before development?  
4. Why do they build pipelines?  
 
Which words mean?  
a difficulties? pr______  
b carry to another place? tr________  
c move continuously? f______  
Cover the page and look at the flow chart. Make two sentences about each of the four 
steps.  
Ex: Step 1 is exploration. Scientists study 
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Appendix J: 
Example of translation task in the EPE course 
Project 2: 
 
Individual 
Translate into Vietnamese  
Fertilizer production for petroleum feedstock 
A, B, C, D 
Translate into Vietnamese (no googletranslate, please!!!) 
Printed copy on A4 
Deadline: 12thDecember 2015 
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Appendix K: 
Example of describing a process 
. 
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Appendix L: 
Example of end-term tests in the EPE course 
 
Test No. 1 
(This test includes 3 pages)  
Describe a technological process 
Below are the information and diagram of the fluid catalytic cracking process. 
Process Fluid catalytic cracking (FCC) 
Purpose Convert higher-molecular-weight hydrocarbons into lighter, more 
valuable products 
Feedstocks  Atmospheric gas oil, vacuum gas oil, atmospheric residuum, 
vacuum residuum 
Products Fuel gas, LPG, gasoline (high-octane), light cycle oil 
Temperature 470 - 550oC 
Pressure 1.4 - 1.8 at 
Catalyst Zeolites (Y-type) 
Type of 
reactor 
Vertical reactor riser 
 
Use the given information to describe the process (write one sentence for each 
information) (2pts) (Sử dụng các thông tin trong bảng để mô tả quá trình - viết mỗi 
câu cho một thông tin) 
Fill the blanks in the diagram description with the correct answer (2pts) (điền vào 
chỗ trống trong phần mô tả sơ đồ với từ thích hợp – tham khảo sơ đồ) 
MINISTRY OF EDUCATION AND 
TRAINING 
 NKU UNIVERSITY  
Level: Bachelor. Training form: Full time 
Course: Specialized English for 
petrochemical technology 
 
END-TERM TEST 
2nd Semester, Academic year 2014-2015 
1st try 
75 minutes 
(exclude delivering time) 
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The feedstock is preheated and pumped to the reactor.  Here, the feedstock is    (1)     
to an effluent containing hydrocarbons ranging from methane through the highest-
boiling material in the feedstock plus hydrogen and hydrogen sulfide. In the       (2)    
, the circulating spent catalyst is rejuvenated by burning the deposited       (3)      with 
air at high temperatures. 
In the main fractionators, the reactor effluent is separated into the various products. 
The overhead includes       (4)      and lighter material. The heavier liquid products,        
(5)     , and cycle oils are separated as sidecuts, and slurry oil (main-column bottoms) 
is separated as a       (6)      product. 
In the gas concentration unit, usually referred to as the unsaturated gas plant, the 
unstable gasoline and lighter products from the main fractionator overhead are       
(7)      into fuel gas, C3- C4 for alkylation or           (8)        , and debutanized 
gasoline that is essentially ready for use except for possible chemical treating. 
A. cracked  B. cracking   C. moved   D. creating  
A. reactor  B. regenerator   C. main column  D. gas-
concentration unit 
A. catalyst  B. coke  C. feedstock   D. hydrocarbons 
A. fuel gas  B. olefins  C. LPG   D. gasoline 
A. naphtha  B. gasoline   C. heavy cycle oils  D. bottom 
product 
A. sidecut  B. top    C. liquid   D. bottom 
A. composed B. separated  C. cracked   D. led 
A. hydrocracking B. steam reforming C. polymerization  D. thermal 
cracking 
Read the following paragraph and answer the questions (2pts) (Đọc và trả lời câu 
hỏi) 
Catalytic reforming is a major conversion process in petroleum refinery and 
petrochemical industries. The reforming process is a catalytic process which converts 
low octane naphthas into higher octane reformate products for gasoline blending and 
aromatic rich reformate for aromatic production with hydrogen and liquefied 
petroleum gas as a byproduct. The feeds to catalytic reforming include gasoline from 
different processes such as atmospheric distillation, thermal cracking, coking, 
hydrocracking process. 
There are many chemical reactions that occur in the catalytic reforming process, all 
of which occur in the presence of a catalyst and a high partial pressure of hydrogen. 
Depending upon the type or version of catalytic reforming used as well as the desired 
reaction severity, the reaction conditions range from temperatures of about 495 to 
525°C and from pressures of about 5 to 45 atm. A typical catalyst is a mixture of 
platinum and aluminium oxide. 
 
What is the main purpose of catalytic reforming process? 
What is the feedstock for catalytic reforming process? 
What are the temperature and pressure conditions in the catalytic reforming process? 
What is a typical catalyst for the catalytic reforming process? 
Choose the correct answer (3pts) (Chọn câu trả lời đúng) 
The exact                    of crude oil depends upon where the oil comes from but 
typically it contains a lot of big molecules. 
A. material   B. definition   C. composition  D. 
ingredient 
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The                  at any point on the temperature-volumetric yield curve represents the 
true boiling point of the hydrocarbon material present at the given volume percent 
point distilled. 
A. pressure   B. temperature  C. volume   D. 
percentage 
The most important qualitiy for motor                 is octane number rating. 
A. gasoline   B. diesel   C. engine   D. 
kerosene 
                   are often used to enhance performance and provide protection against 
oxidation and rust formation for motor gasoline. 
A. Additives   B. Reformates   C. Fuels   D. 
Aromatics 
Kerosene is a refined middle-distillate petroleum product used as a            fuel and 
around the world in cooking and space heating. 
A. plane   B. motor   C. engine   D. jet 
The most critical quality for              oil is a high viscosity index. 
A. diesel   B. lubricating   C. mazut   D. LPG 
The first step in the refining process is the separation of crude oil into various                  
by distillation in atmospheric and vacuum towers. 
A. hydrocarbons  B. molecules   C. oils    D. 
fractions 
                   is a process using a catalyst to combine olefins (usually butlylene) and 
isobutane to produce a high-octane product known as alkylate. 
A. Isomerization  B. Alkylation   C. Polymerization  D. 
Hydrocracking 
                      of a catalyst is its ability to to direct a reaction to yield a particular 
product. 
A. Stability   B. Surface area  C. Selectivity   D. 
Function 
Natural gas is used as feedstock in the                   process for production of hydrogen 
and synthesis gas. 
A. hydrotreating  B. thermal cracking  C. visbreaking  D. steam 
reforming 
Write a short essay (about 100 words) about a kind of renewable energy that you are 
interested in (including these information: definition, the source, its features, 
application) (1pt) (Viết một bài luận ngắn (khoảng 100 từ) về một loại năng lượng tái 
tạo mà bạn quan tâm). 
   END 
- Students are not allowed to use any supporting materials; 
- Supervisors do not explain any further; 
- Student number: ……………………, Full 
name:……………………………………………….
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Appendix M: 
Outline of the EPE course 
ENGLISH FOR PETROCHEMICAL ENGINEERING 
9 LESSONS: 
INTRODUCTION – OIL AND GAS INDUSTRY – CRUDE OIL 
PETROLEUM PRODUCTS 
DISTILLATION 
THERMAL PROCESS, THERMAL CRACKING 
CATALYTIC PROCESS, CATALYTIC CRACKING 
CATALYTIC REFORMING 
NATURAL GAS PROCESSING  - REVIEW 
SYNTHETIC GAS 
RENEWABLE ENERGY 
LESSON 1, 7: TEACHER’S 
LESSON 2- 5: STUDENTS’, TEAM-WORK, PRESENTATION, A&Q, 
TEACHER’S REVIEW 
LESSON 8, 9: SELF-STUDY, 2ND INDIVIDUAL ASSIGNMENT 
